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ABSTRACT
A model for an instructional staff development program was
created based on the recommendations of investigators in the field of
teacher education. It emphasized i (l) participant .involvement in
program planning; (2) implementation of these plans with provision for
individualization of training and supervised practice of skills with
students; (3) evaluation based on teacher effectiveness and, to a
lesser extent, pupil achievement; (4) vise of released time from school
duties or monetary compensation for summer participation to support
these activities; and (5 ) the influence of environmental factors in
in the participants’ schools which effect their utilization of the
technological processes and products focused on in the Staff Develop-
ment Program.
The initial implementation of the model involved 23 teachers of
the deaf or the mentally retarded, six media specialists or librarians,
and two administrators. The major part of the program was a three and
one-half week workshop held in July, 1972, During part of this time,
the participants provided instruction to 28 handicapped students, using
the processes of instructional technology. These included 1 (l) deter-
mining student learning needs through extensive diagnostic testing;
(2) developing measurable student objectives based on this information;
(3) selecting materials and learning tasks for
individual students
relevant to their learning objectives; (4) maintaining daily records of
student performance; and (3) reinforcing, on a consistent basis,
desirable student behavior.
VObservation of teacher and student performance and examination
of teacher records provided data on the changes in teacher and student
behavior that occurred during the summer workshop. Prior to their
involvement in the program, only 2 of the 23 participating teachers
were attempting to use systematic instructional planning and man-
agement procedures. During the summer workshop a large percentage of
the teachers were using these systematic procedures. Data collected
on the teachers* performance in their classrooms during September,
1972, indicated that most of them had done extensive diagnostic
testing and developed long-range objectives for their students in all
subject areas and enabling objectives for one or more of these areas.
Follow-up assistance was provided by the program staff to help the
teachers implement the other procedures learned during the workshop.
Objectives were established, on the basis of diagnosed needs
for each student to achieve during the workshop. Approximately
80%
of these objectives were met by the students as a total group.
Seven-
teen of the 28 students accomplished at least 80% of
their objectives.
Examination of a sample of six student records indicated
that the
rate of student learning for each subject did improve for
one or more
selected tasks. Each student also increased his
level of achievement
in two or more subject areas. The conclusion was
reached that the
Staff Development Program described in this
investigation did produce
change in teacher behavior, which in turn,
affected student perfor-
mance in positive and desirable ways.
vi
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SECTION I
INTRODUCTION
Our decaying urban schools, depleted school budgets, teacher
militancy, and student discontent offer evidence of the need for im-
provement in American education. Adding more teachers or building more
schools will not necessarily result in the needed improvement in in-
structional practices without fundamental, changes in the way instruction
is conducted. Schools must develop the means of making the instruc-
tional process more efficient and effective in order to accomplish an
unrealized goal of American education—providing each child with an
education based on his unique abilities and needs. Achieving this
individualization of instruction depends, in part, on instructional
technology. This investigation focuses on the problem of increasing the
utilization of technology in schools for the deaf through improved staff
development programs. An examination of this problem is made through
an explication of three areas of concern. These arei
(1) The definition and existing utilization of
instructional technology,
(2) The concept of staff development and the need for
improved staff development programs,
(3) Staff development activities of federally funded
regional centers concerned with instructional
technology and the handicapped.
The Definition and Existing Utilization of Instructional Tech-
nology. For much of the twentieth century the term instructional
2technology has connoted the mechanical, optical, or electronic devices
and tools for use in the teaching/learning process. In this study the
terms audiovisual and media will he used to describe these devices and
their accompanying materials.
Over the past decade a view of instructional technology has
emerged stressing the integration of all available resources into an
instructional system, Hoban (I968) has described instructional tech-
nology as "the management of ideas, procedures, money, machines and
people in the instructional process." It is not simply the things or
devices which deliver instruction to the learner. "It is a process by
means of which we apply the findings of behavioral science to instruc-
tion (Engler, 1969
, P. 296)," For the purposes of this study, instruc-
tional technology will be defined asi
, , ,
a systematic way of designing, carrying out, and
evaluating the total process of learning and teaching
in terms of specific objectives, based on research in
human learning and communication, and employing a com-
bination of human and nonhuman resources to bring
about more effective instruction,
(Commission on Instructional Technology, 1970, p. 19).
The consensus of most scholars in the field of educational commu-
nications and technology is that instructional technology has been
utilized in the nation's schools to only a very limited extent (Allen,
1970; Dieuzeide, 1971; Heinich, 1970; Hooper, 1969; LeBaron, 1969;
Tickton, 1969), Allen reflects these opinions in summarizing the
findings of a recent conference to assess the present and future status
3ol instructional technology.
The tangible accomplishments of instructional technology
aie difficult to identify and describe explicitly—they
seem to be precursors of things to come, rather than
demonstrations of hard established gains. Yet, the
foundation for healthy growth is there, and we can say
that a reservoir of techniques, tools, and processes
has been formed that could assist in the solution of
educational problems (p, 5),
To achieve increased and more effective utilization of instruc-
tional technology and media, a number of interrelated factors need to
be considered. These include: (l) available equipment, (2) available
materials, (.?) material production facilities, (4) maintenance and
distribution services, (5) space and room allocation, (6) financial
allocation, (7) parental and school committee expectations, (8) tech-
nical assistance, (9) professional assistance, (10) administrative
support, (ll) planning time, and (12 ) teacher competence (or training)
(Hinst, 1971 ; Hubbard, I960; Stephens, 1971 ). While no consensus exists
among scholars on the relative importance of these factors, research
supports the contention that teacher competence is an important factor
in producing greater and more effective utilization of media and
technology (Brown, 1967; Diamond, 1965; Kemp and Lewis, 1967; Office
of Educatioral Communications, State of New York, 1971; White, 1953).
Unfortunately, most undergraduate and graduate teacher training programs
have not prepared teachers to understand and effectively apply a techno-
logical approach to instruction (Commission on Instructional Technology,
41969; deKieffer and deKieffer, 1970; Office of Educational Communica-
tions, State University of New York, 1971; Ryan, 1970; Torkelson,
1966 ),
The, Concept of
_
Staff Development and the Need for Improved, Staff
Dgvglppment Programs, One means of remedying inadequate pre-service
teacher preparation is through in-service or staff development pro-
giams.l The conception of staff development as the planned activities
for improving the abilities of the professional staff members in
implementing their daily educational responsibilities is widely sup-
ported (Bush, 1971 ; Filep, 1970; Harris and Bessent, I969). The overall
aim of staff development activities is to improve the quality of in-
struction in the schools through modifying the behavior or performance
of the professional staff. This can occur by helping each staff member
to increase his knowledge, acquire different attitudes and/or learn new
s^iHs (Asher, 19&7; ^a-gne, 1968; Rubin, 1970), While instructional
improvement can also take place through curriculum revision, develop-
ment of instructional materials, and changes in organizational structure
and physical environment, these do not constitute in-service education
except as they provide the means for developing learning opportunities
for the staff. An important assumption in this study is that staff
development should be an integral and continuous part of a staff mem-
ber's professional activities during the school day and year,
A variety cf approaches has been used over the years to meet the
1 In this study the term "in-service education" will be used inter-
changeably with "staff development".
5needs for in-service training, ranging from school based meetings and
workshops to university courses, institutes, and professional confer-
ences (Edlefelt, 1971; N.E.A,
,
1966; Tyler, 1971). Widespread dissat-
isfaction with current practices is expressed throughout the writings
on staff development,
A study of 67 elementary schools in the United States by Goodlad
(1970) reveals a "formidable gap" between the in-service activities of
teachers and the important problems of the schools as mentioned by the
staff, "We found few instances of planned faculty attack on the vast
array of problems identified by the staff as critical. In only four
, , ,
schools was there anything resembling a critical mass of personnel
engaged in systematic planned attack on these problems (pp, 65-66),"
In summarizing the views of several scholars at a recent sym-
posium on in-service education, Louis Rubin acknowledges, ",
, ,
I
concur with most of the arguments presented by my colleagues: In-
service education has indeed been virtually a lost cause (1971, p. 245)."
This conclusion is supported by Ogletree and Edmonds (1964) who found
that all too often in-service education practices are characterized
",
, ,
by an aggregate of incidental activities, sporadic in occurrence,
lacking in productive purpose, unorganized in structure, and unsynchro-
nized within the framework of a school district’s total operation
(p. 288)."
These observations reflect many of the weaknesses of staff devel*
opment programs noted in the literature:
(l) Failure to consider the actual requirements of the
staff and school district.
6( 2 ) Failure to consider the individual, abilities and
aptitudes of the participants,
(3) Failure to provide time during the regular school
day for staff development activities,
(4) Failure to provide the manpower and materials
necessary to assure program effectiveness,
(5) Failure to use instructional personnel wisely,
( 6 ) Failure to provide adequate assistance to program
participants in implementing newly learned skills
in their own classrooms,
(7 ) Failure to provide for objective evaluation of
the program,
( 8 ) Failure to involve participants in the planning
and selecting of program objectives and activities.
(9) Failure to view staff development as a necessary
and crucial part of the professional activities
of the school staff,
(Asher, 196?; Bigelow, 1969 ; Bush, 1971; Buskin, 1970;
Filep, 1970 ; Goodlad, 1970; Harris, 1969 ; Kaz, I97I;
Lippitt and Fox, 1971; National Commission on Teacher
Education and Professional Standards, 1965 ; Rubin, 1970;
Tyler, 1971; Westby-Gibson, 1967 ).
These criticisms of staff development practices are applicable to
existing efforts at in-service training in the utilization of instruc-
tional technology and media. An additional criticism of staff develop-
ment programs in this field is the tendency to focus on only a few
7limited aspects of Instructional technology or to ignore the processes
of instructional design altogether. The literature on teacher training
in instructional technology indicates that most teachers today are not
adequately prepared to effectively utilize instructional technology in
their school environment (Capital District Regional Supplementary
Educational Center, 1971; Commission on Instructional Technology, 1969;
Meierhenry, 1966; Office of Educational Communications, State of New
York, 1971; Ryan, 1970; Williams and others, 1965). This situation
makes it imperative that continued efforts be made to increase the
effective use of instructional technology by professional educators.
This study will seek to achieve this goal with a particular segment of
the teaching profession-educators of the deaf and other handicapped
students. These teachers are similar to teachers in general in their
need for improved training in the use of technological, processes and
products (Aserlind, 1970; Brickell, 1972; National Advisory Committee
on Handicapped Children, I969).
Staff Development Activities of Federally Funded Regional Centers
Concerned with Instructional Technology and the Handicapped. Until the
mid-1960 f s f in-service training in media and instructional technology
for educators of the handicapped was limited primarily to local efforts,
replete with all the limitations of in-service education described
earlier. Increased federal and state participation did not occur until
the Instrucxional Materials Centers (iMC’s) Network for Handicapped
Children and Youth, and the Regional Media Centers for the Deaf (RMC's)
were established and in 1969 combined into the Special Education IMC/RMC
Network (Aserlind, 1970). Supported by the United States Office of
8Education, each of the fourteen BtC's and the four RMG'e have sought to
improve the education of handicapped children in a specific geographical
region by facilitating the effective and widespread use of a variety of
instructional materials. The IKC's and their over 200 associate centers
have been principally involved in lending materials, search and re-
trieval, research design, materials development and design, evaluation
of materials, and related field services (Aserlind, pp, 34-35), This
form of federal support was designed to serve as a model for supportive
technological services to education.
The four Regional Media Centers for the Deaf have concentrated
primarily on improving the education of deaf children through the design
and development of materials and the training of educational personnel.
The RMC’s have three primary objectives
»
(1) To conduct demonstrations in training activities
designed, to promote the meaningful selection,
preparation and utilization of mediating techniques
and materials in educational programs for the deaf,
(2) To stimulate the adoption of new technology and
instructional alternatives which can provide more
relevant approaches to the pre-service preparation
of teachers of the deaf,
( 3 ) To investigate new applications of technology to
educational programs for the oeaf at all academic
levels, to adapt and/or produce meaningful
instructional materials based on a sound, theoret-
ical concept, and to disseminate information and
9techniques for using media to improve educational
services for the deaf (Jackson, 1970, p. 46).
While each Center has focused on the development of a specific medium-
overhead transparencies, film, television, or programmed instruction-
al! have developed in-service programs centering on media utilization
and production, and instructional planning.
The Midwest Regional Media Center for the Deaf (MRMCD) at the
University of Nebraska, has conducted an extensive media training
program designed to include all levels of educators for the hearing
impaired. Several institutes have been conducted each year. They
include t a 6 week summer institute for teachers of the deaf; a 2 week
program for college educators who prepare teachers of the deaf; a 2
Week program for supervising teachers of the deaf; and an institute for
media specialists in schools for the deaf. Workshops of 2 to 3 days
duration are conducted in schools for the deaf in 11 midwest states.
Attended by 10 to 200 people per workshop, they serve to introduce
educators of the deaf to media, and to motivate staff participation in
the longer term institutes. Each year a national symposium on research
and utilization of educational media for teaching of the deaf has been
held stressing a particular theme and need in deaf education. The MRMCD
has thus aimed at and succeeded in directly serving a large number of
educators of the deaf in their region and beyond. From 1966 to 1971,
1,010 or of the total number of educators of the deaf in the midwest
region have attended their institutes, workshops, or symposia. They
represented 6l or 30% of the 201 programs for the deaf in the region,
serving over 7,503 of the 11,000 plus hearing impaired pupils in 11
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states (The Midwest Regional Media Center for the Deaf, 1971 ).
The Midwest Center attempted to ascertain the effect of its
training program by determining the extent to which the participants
were using the media and technology skills acquired in the MRMCD
institutes. Workshop participants were not surveyed. Fifty-five
percent of the summer media institute participants (1966 to 1970) who
responded indicated they were involved in a number of activities to
improve the use of instructional media and technology in their school's
program. Eighty-four percent of the supervising teachers and 88% of
the college educators who received training at the Center indicated
that they had made plans for improving the use of media and technology
in their instructional programs. The conclusion reached was that, "a
significant proportion of these educators (those involved in MRMCD
institutes) are using their media skills to improve their educational
programs for the hearing impaired (ibid,, p, 45)," No evidence based
on MRMCD observations was provided to indicate that media utilization
actually did increase.
The Southwest Regional Media Center for the Deaf at New Mexico
State University has also offered an extensive in-service training
program. An examination of the activities offered or proposed for the
period of September, 1971 to August, 1972, revealed* twenty-three 2 to
3 day workshops; eight 1 to 2 week institutes for early childhood
teachers, vocational education teachers, administrators, supervisors,
media specialists, and special education teachers; a 6 week summer
institute in programmed instruction and instructional systems for
teachers; and Project Hurdle, which involved extended (several weeks)
11
visits by a Southwest Regional Center media specialist in five schools
or school districts (Southwest Regional Media Center for the Deaf, 1971).
Most of the in-service activities of the Southern Regional Media
Center at the University of Tennessee have focused on two types of
activities. A 6 week summer institute has been conducted for 30 par-
ticipants, and approximately twenty-five 1 or 2 day "one shot" work-
shops have been held at various universities, residential schools and
day classes (Southern Regional Media Center for the Deaf, 1970),
The Northeast Regional Media Center for the Deaf (NRMCD) at
the University of Massachusetts, Amherst, has concentrated most of its
in-service work over the past six years on short term workshops and a
6 week summer institute. Over 225 teachers and administrators of deaf
and other handicapped children have attended the summer institutes
which have focused on the production and utilization of media.
Several observations of RMC in-service activities can be made
which are relevant to this study. These activities, except for Project
Hurdle and a number of short term workshops, have been held primarily
on a university campus. In almost every case, training has occurred
without the presence of handicapped children. Follow-up help to par-
ticipants was provided in only a small percentage of the activities.
Participants have had a limited role in developing the content and
format of the training activities they attended. The focus of much of
the program content has been on production and utilization of media,
with less emphasis on instructional technology as defined here. Data
on the effect the in-service activity has had on the participants'
classroom or school behavior has been very sketchy, and when available,
12
^ PrWily lifted to teachers
'
perceptions of their behavior as
requested in a survey questionnaire. Little effort has been made to
evaluate an in-service program in terms of the effect on participants'
students. These observations, when compared to the identified weak-
nesses in staff development programs, indicate the need for further
investigation and design of staff development programs aimed at training
educators of the hearing handicapped to use instructional technology.
Purpose of the Study^ The first purpose of this investigation
is to create an approach to in-service training that eliminates the
previously identified weaknesses of other models for staff development
programs. To accomplish this, certain procedures and elements which
the literature indicates as important in promoting the professional
grovrth of teachers are incorporated into the program design. The second
purpose of the study is to describe the initial implementation of this
approach as sponsored by the Northeast Regional Media Center for the
Deaf, and to evaluate its effectiveness in producing certain teacher
and student behaviors as described in operationalized dimensions of
program goals.
Review of the Literature. In order to achieve the first purpose
of the study, a review of the literature on in-service training was
conducted to identify the variables or factors which researchers in the
field suggest as important to include in staff development programs.
This review produced the following recommendations
:
(l) Provision should be made for individual differences. Staff
development programs must be designed to meet the varied interests,
capabilities, and needs of teachers (Bush, 1971 } Johnson, 1967 } Mahaffrey
13
et al., 1967; McCracken, 1968; Shannon, 1969; Westby-Gibscn, 1967),
DeCarlo and Cleland (1968) conducted an in-service program in reading
aimed at changing teachers* classroom behavior and improving students'
reading skills. They achieved their intentions and concluded that
designing the program to meet the needs of teachers and students was
an important factor in achieving this success.
Often educators are involved in staff development activities
that they perceive to be irrelevant to their needs (Shannon, 1969), In
a survey of 1200 teachers in Northern California, the vast majority of
respondents replied that the best way to improve in-service education
practices was "to provide in-service training that is more directly
related to the teachers' jobs (Filep, 1970)," The investigator sug-
gested that many programs aren't really that poor, but are inappropriate
to the needs of participants and are perceived as poor.
Teachers differ not only in needs, but in intellectual ability,
teaching competence, the type of students they have, and the school
environment in which they work. This has prompted Rubin (1971 ) to
recommend the inclusion of varied instructional activities in staff
development programs.
One of our crucial problems is to invent procedures
through which professional growth can be personalized,
allowing teachers to cope with their own idiosyncratic
needs, to begin at their own level of sophistication,
and to progress at their own optimal rate (p, 250).
It is imperative that in-service programs be designed to meet the
specific needs and requirements of individual teachers.
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(2) Teacher participation in planning should be encouraged.
Closely related to personalizing in-service programs is the importance
of involving teachers in planning the objectives and activities of the
program. Most of the data that suggest inclusion of this element in
staff development programs are derived from personal perceptions rather
than scientific design. Nevertheless, many leaders in teacher training
strongly recommend co-operative program planning, Tyler (1971) found,
"The constructive involvement of teachers in attacking real educational
problems that they face is a powerful instrument of continuing edu-
cation (p, 13)." Wynant (1971 ) reports that the major reason for the
success of a staff development project she evaluated was the high amount
of teacher involvement in its planning and implementation. Teachers,
when interviewed, also stress increased teacher involvement in planning
as vital in improving in-service programs (Filep, 1970; Hodgson, 1954;
Kaz, 1971; N.E.A,
,
1966), Boznango (1968) reports a direct relationship
between the level of teacher participation in the planning of a program,
and the teachers' perceptions of the quality of the projects and their
effect on them,
Wynant (1971) suggests that co-operative planning with program
participants should occur systematically throughout all phases of a
staff development program, and advises that the program draw upon the
identified strengths of the participants. Individuals should share with
others their experiences, abilities, and teaching strengths, and assist
their peers in achieving intended objectives. Despite the need for
teacher involvement in program planning and implementation, research
evidence indicates that this occurs to only a limited degree (Hodgson,
1954; Filep, 1970; Schankerman, 1968).
(3) The use of released time should be increased. Adequate time
should be made for releasing teachers from regular classroom responsi-
bilities on a regular basis to participate in staff development acti-
vities (Hrivnak, I97O} Lippitt and Fox, I97I; Schankerman, 1968). White
(1968) indicates that a released time in-service program was consider-
ably more effective than two other treatments (a six credit college
course and a one week pre-school workshop with monthly follow-up visits)
in improving science competencies and teacher attitude. Some writers
do report, however, that released time was not crucial to the success
of an in-service program which met teachers' needs and interests (Bouck,
1970; DeCarlo and Cleland, 1968). Despite their findings, a trend is
emerging towards provision of released time for staff development acti-
vities (National Commission on Teacher Education and Professional
Standards, 1965; N.E.A., 1966).
(4) Participation should be voluntary. In general, teachers
should not be forced to attend staff development programs they perceive
as irrelevant to their requirements, 1 Hodgson (1954) and Boznango
(1968) found a direct relationship between teacher satisfaction with
in-service activities and their freedom to choose whether or not to
participate. They recommend that teachers should be allowed to choose
those activities they desire from a wide range of choices offered,
(5) Program leaders should conduct activities which can be
1 A situation might occur, however, where a teacher is performing
poorly and re-training of a specific nature is the only admini-
strative alternative available other than dismissal.
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exemplars. Desired teaching behaviors should be demonstrated by
example and modeling rather than being verbally described (McCracken.
1968; Steen, 1969 ), Telling people how to improve often results in
little improvement. Instead, a teacher trainer should demonstrate and
design his program to utilize the skills and behaviors that he wants
others to achieve. This modeling of desired behavior would cover a
variety of activities pertaining to the planning, management, and
evaluation of instruction, including the diagnosis of student needs,
prescription of appropriate learning activities and the recording of
student behavior,
(6) The practice of skills in a classroom environment should be
encouraged. Many staff development activities can and should be im-
plemented in a school setting with the presence of children.
Where better to pursue the skills, knowledges, and
attitudes that enhance instruction than in the natural
habitat of teaching: the schools. It is in this
climate that the teacher must operate; it is in this
milieu, with all of its rituals and politics, that he
feels most natural in the role of teacher. The place
where he must work is the logical one for nurturing
his professional development (Meade, 1971, p, 223).
Katrein (1968 ) proposes that in-service activities should focus
on the actual problems that teachers encounter in their classrooms.
This could occur in a number of ways. Training activities could be
conducted in either simulated or actual classroom environments or a
combination of both (McEachern, 1968 ). They might include observation
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of teacher classroom behavior by the trainer and follow-up discussion
with the participant. The use of "micro-teaching'* (Allen, 1966) and
minicourses" (Borg, 1968 ) is particularly suitable to providing staff
members with the opportunity to learn teaching skills through direct
experience.
(7) Follow-up assistance should be provided for participants
after the training sessions. Continuing support should be offered to
participants when applying the in-service training experiences to their
own school or classroom situation (Lamar, 1966; McCracken, I968),
Hrivnak (19?0 ) provided individual assistance and feedback to nine
teachers in a staff development program through observation and con-
ference in the teachers’ classroom (on school time) to discuss the
implementation of specified behaviors. He concluded from teacher
comments that this was an important factor in helping the teachers to
transfer the skills learned in training to their own classroom setting,
"Project Plan" was developed using performance objectives (Steen,
1969). A project consultant visited the classroom of each teacher to
assist them in acquiring the behaviors stated in the performance cri-
teria, Four treatments were used by the consultant. He could:
(l) suggest additional reading materials, (2) reinforce the attainment
or approximation of appropriate behavior, (3) model the desired behav-
iors himself, or (4) have the teacher observe another teacher modeling
the process. While both investigations revealed teacher support for
follow-up activities, there was evidence of teacher reluctance to allow
such activity in their classroom, particularly when a relationship of
trust had not been established between a teacher and trainer (University
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of New Hampshire, 1969).
(8) Administrative leadership and co-operation must be obtained.
The leadership of school administrators is essential to educational
change (Brickell, I96I; Westby-Gibson, 1967). School principals, and
supervisors in particular, have a crucial role in initiating and guiding
in-service programs, and in sanctioning the activities that occur (Big-
elow, 1969; Rauch, 1968; Turner, 1970). Rubin’s research with 27
schools indicates that, ‘'In-service education is virtually useless if
the objectives of the training program are not valued and rewarded
—if
with nothing more than esteem—by the power structure of the school
(1970, p. 14),"
(9) Staff development programs need to include an evaluation
design that provides empirically derived data on the changes in teacher
behavior and student learning. There is a lack of useful empirical
evidence on both the successes and failures of staff development pro-
grams, Denemark and MacDonald (1968) report that research on in-service
education was "disappointingly scanty," Similarly, Harris and Bessent
(1969) found that rigorous studies are rarely reported.
In a review on staff development, Westby-Gibson (1967) concludes
that in-service education has suffered from a lack of sound evaluation
and research. Finding mainly descriptive reports, she stresses the need
for systematic evaluation, based on behaviorally stated objectives.
Asher (1967) supports these conclusions, noting that the primary cri-
terion measure used for judging the success of most in-service programs
is teacher enthusiasm. He recommends evaluation based on explicitly
stated program goals that are translated into operational terms.
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Rubin (1971) and others hold that the major criterion of a
programs quality should be the teachers' classroom performance, and
ultimately, student learning. Meade (1971) agrees, but emphasizes that
the altering of teacher behavior is itself a legitimate objective of
in-service training.
Importance of the Study
^ Only a limited number of staff devel-
opment programs have been created which incorporate several of these
practices recommended in the literature. Rubin (1970) trained over
500 teachers in a 3 month effort to improve their abilities to teach
cognitive skills to students. He sought to provide adequate time,
motivation, leadership, and a program geared to specific needs of
teachers. He noted that overall teacher performance improved slightly,
while improvement in selected student skills was significant, and con-
cluded that, "The impotence of so much of our in-service effort is
attributable not to teacher resistance, but to the ineffectiveness of
the systems we use (p, 24)," Martinez (1971) identified many weaknesses
of in-service programs and developed a 6 week professional improvement
program for 15 teachers of the educable mentally retarded that elim-
inated some of these weaknesses. In Shasta County, California, and
Louisville, Kentucky, two Title I in-service programs have been designed
which stress teacher involvement in planning, individualization of
training, supervised practice of skills with students, and evaluation
centered or* teacher effectiveness and pupil achievement (Buskin, 1970),
The approach to staff development described in this study will
build upon these programs. While each has included several features
that have been previously identified as important to include in
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in-service training programs, none has included all of these together.
The program developed in this investigation will combine all of these
features in the effort to facilitate changing teacher behavior and
increasing student learning.
Another significant aspect of the study is the effort to base
program evaluation on explicitly sxated goals that are translated into
operational terms. This appears to be the first staff development
program for educators of the deaf focusing extensively on the util-
ization of instructional technology and media that has done this.
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SECTION II
METHOD
§ujbj^ct^ Three subject groups were used for this study. One
group included teachers of handicapped students. Data was gathered to
determine the effect of the Staff Development Program on their pro-
fessional growth. The second group consisted of librarians, adminis-
trators, and media specialists who serve the teachers during the school
year. Their involvement was a means of obtaining the support of key
school personnel to assist in the teachers' utilization of technology. 1
The third group was comprised of students in order to obtain an in-
direct measure of the effect of the program on the professional growth
of teachers.
Teachers. Twenty-three teachers of hearing handicapped children
participated in the program. 2 Sixteen were teachers of deaf children
at the American School for the Deaf in West Hartford, Connecticut, who
taught at the elementary level in the two Lower School buildings. They
represented over 50% of the teachers in one building and 25% in the
other. The total number of professional teachers in both buildings at
the inception of the program was 35.
Seven, out of approximately 50 teachers of day classes for the
deaf and mentally retarded in Springfield, Massachusetts, volunteered
and were selected to participate in the program. Three participants
1 The term "participant" refers to persons in these two groups.
2 One teacher, who dropped out of the program shortly before the summer
workshop, was not Included in the study.
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vere from one elementary school, and two from another. Two participants
taught at two different junior high schools. On occasion they met
together with the system wide Supervisor for Special. Education.
The teaching experience of the participants ranged from 0 to
30 years, with 50% having taught 4 years or less. All have indicated
they would return to their respective schools in the Fall of 1572, The
number of pupils in their classes ranged from 6 to 12. Only 5 out of
the 27 teachers had taken university courses in educational media, or
technology, while most had participated, in one or two school sponsored
in-service activities in this subject. A stipend of $300 and six
University of Massachusetts graduate credits were offered to each
teacher, librarian, and media specialist for successfully completing
the program.
Information on the participants' academic and teaching experience
was collected on a Participant Information Questionnaire that was com-
pleted at the beginning of the program in March, 1972, A copy of this
is contained in Appendix I, Data on the participants' background is
presented in Table 1. The number assigned each teacher, which appears
in the left hand column of the table, will remain constant throughout
this study.
Other Participants, The principal, two librarians, and the
Director of the Media Center from the American School, along with the
Supervisor of Special Education, two librarians, and a representative
from the audiovisual department in the Springfield school system were
selected to participate in the program. They were chosen because they
provide supportive media services to the teachers during the school year
23
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directly related to the teachers' utilization of technology and media.
Data are not reported on their professional growth in this study,
except for the librarians' comments made on the participant
form at the end of the summer workshop, and their scores on three tests
taken during the program.
Students t Teachers submitted the names of students they felt
would benefit by receiving additional instruction during the summer.
A ratio of 3 to 1 deaf students to mentally handicapped students at the
elementary level was sought. Of the 36 students originally selected,
28 attended the summer workshop. Some parents changed their minds
about having their child attend the summer program, or the family
vacation plans were revised at the last minute. Table 2 contains
a list of the 28 students who participated. The table reveals that 15
students were boys and 13 girls. Their chronological age ranged from
4 years-3 months, to 14 years-8 months. Two-thirds of the students
were between 7 and 10 years of age. There were 23 students with varying
degrees of deafness, 2 students classified as educable mentally retarded
(E21R), and 3 students regarded as trainable mentally retarded (TMR) by
the Springfield school system.*
Programs for Handicapped Children. At the inception of the Staff
Development Program, The American School for the Deaf had a total of 67
professional personnel to instruct 494 hearing handicapped children.
The Lower School, which included pre-kindergarten to fourth grade, had
1 One student who is educable mentally retarded, also has a hearing
handicap. Students with IQ scores of 50 "to 79 were classified as
EMR, while students with IQ scores belcw 5° were regarded as TMR.
Background
Data
on
Students
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35 teachers for 225 pupils. Children were grouped by grade level, and
academic ability and performance. There were from two to five classes
for each grade level, with each class usua-lly containing around eight
students and one teacher. Ea.ch teacher had responsibility for teaching
from six to eight different academic subjects per day.
In the Springfield School District there were 50 professional
personnel to instruct 475 hearing and. mentally handicapped students.
Programs for these handicapped students were located in 17 of the
districts’ schools. Children in these programs were grouped separately
from other children in the school for most activities. Class sise
varied from 6 to 12 pupils, with teacher aides assigned to some class—
room teachers for part or all of the school day.
Beginning in September, 1972, new state regulations required
handicapped children to be integrated into regular classroom settings
to the extent that their handicaps allowed. Four of the seven partici-
pating teachers from Springfield were not assigned classes. Rather,
they were expected to provide individual help to students as needed,
and to assist classroom teachers in structuring activities appropriate
to the needs of the handicapped children assigned to them.
In-service Programs for Teachers. The Lower School at the
American School for the Deaf had a limited number of in-service activi-
ties which were required of all teachers. They were not conducted on a
regularly scheduled basis, and most of them pertained to curriculum
development.
In-service activities were provided for Springfield teachers on
an after school basis in a variety of areas. First year teachers were
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required to attend 12 of these of their choice per year, while other
teachers had to attend only 2, During the Spring of 19?2, several
presentations were offered to prepare the teachers of educable mentally
retarded (EMR) pupils for their new roles beginning in September, 1972.
FacUiiyjs^ The American School for the Deaf was chosen as the
site for the major part of the Staff Development Program—a three and
one-half week summer institute. The Cogswell building of the lower
School, in which the majority of teachers from the American School
instructed during the year, was the site of this summer program.
Classroom space was arranged to facilitate small group and self-instruc-
tional learning. The collection of materials and equipment at the
school’s media center and libraries was augmented by an additional
amount and variety of materials and equipment from the NRMCD and other
federally funded projects for the handicapped. All of these new mater-
ials were placed directly in the classrooms.
Procedures. To achieve the purposes of this investigation—the
design, implementation, and evaluation of an approach to staff devel-
opment—the Project Aristotle model for program development was used
(Lehman
n
;
1970), This model provided a systematic, comprehensive, and
feasible way of planning and implementing the Staff Development Program,
An outline of this eight step process is contained in Figure 1,
Step 1, The first step required the identification and explica-
tion of the training problem under consideration. This involved a
review of past staff development programs offered by the Northeast
Regional Media Center for the Deaf,
A 6 week summer institute for approximately 30 to 45 professional
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FIGURE 1
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educators of the deaf had been conducted by the Center annually since
1966. Over 215 teachers from schools primarily in the Northeast region
participated. After reviewing limited data on past programs, the lead-
ership of the Center concluded in the Fall of 1971 that the summer
institutes were probably not resulting in noticeable improvement in the
use of media in the related schools of the deaf.
Specific aspects of this problem were more apparent when the
past institutes were compared to the previously identified weaknesses
of in-service programs. The institutes were planned entirely by the
staff with little knowledge of the specific needs and abilities of each
participant. Training occurred in a university setting without the
presence of children. One way instruction was offered with no oppor-
tunity to practice newly learned skills in an appropriate classroom
environment. The participants, who came from a variety of schools
often very distant from the university, were strangers to each other.
Upon leaving the 6 week program, they rarely saw each other or the
NRMCD staff. The Center expected them to try out new skills in their
own classes without follow-up assistance. Rarely were administrators
involved, and little effort was made to influence the school environ-
ment in which the participants worked. Evaluation of program effect-
iveness was primarily subjective with limited or no data collected after
the institute ended in the summer.
In addition to making changes in format, the Center staff wanted
to expand the program content. Many persons in the field of educational
media were recommending that the selection, creation, and utilization of
media should be related to the total instructional planning and imple-
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mentation process. This meant that participant training should also
focus on instructional technology rather than media alone. The desire
to make changes in both the format and content of the NRMCD's Staff
Development Program resulted in the need to create am approach to
training teachers of the deaf in the Northeast region that would enable
them to utilize media and technology effectively in their own school
environment.
Step 2, The second step required the determination of program
goals and measurable learning objectives. Six major goals were
developed and listed in priority order,
(1) To increase the participants ' effectiveness in the
use of instructional technology as a means of im-
proving the learning of deaf and other handicapped
students,
(2) To develop and validate a process for the explicit
stating of participants' objectives and designing
of learning activities that considers the indiv-
idual abilities and needs of the participants,
( 3 ) To insure that the Staff Development Program has
the following characteristics
j
(a) Up to 30 teachers annually from two or three
schools or school districts will be
involved,
(b) Teachers will participate in program planning,
(c) Each teacher will have a set of personalized
objectives.
(d) Training will occur in school settings, and
in part, on a released tine basis,
(e) Key administrative and media personnel
from the schools or the districts will be
involved,
(f) Teachers will be provided with follow-up
help in implementing learned skills in their
classrooms,
(g) Evaluation will be based on the behavior of
teachers and students,
(4) To provide participants with reinforcement which will
maintain a desired minimum level of participation in
order to insure success of the Staff Development
Program,
(5) To develop a program that will allow the participants
to function as change agents or multipliers of the
competencies learned in the Staff Development Program,
(6) To insure that Media Specialist Program (MSP)'
1
' stu-
dents shall achieve certain identified competencies
through serving as replacements for teachers in-
volved in the Staff Development Program,
Time restrictions permitted the development of operationalized or
1 The MSP is a training effort at the University of Massachusetts
operated in conjunction with the Northeast Regional Media Center
for the Deaf, Undergraduate and graduate students will parti-
cipate in the Staff Development Program as a part of their pro-
gram of study.
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measurable objectives for only the first program goal. This was done
concurrently with the next three steps.
Step 3. The third step involved a consideration of the con-
straints that were operating on the solution of the problem. Several
limitations or restrictions were noted. First, the Northeast Regional
Media Center for the Deaf had an obligation to serve the total region
it had been assigned. Second, the money spent on the program developed
had to be within existing budget allocations. Third, the NRMCD had a
commitment to the United States Office of Education
, to involve around
30 participants per year at a minimum. Fourth, for the initial imple-
mentation, the schools involved had to be within commuting distance of
the NRMCD.
Step 4, The fourth step involved consideration of alternative
solutions. Data from steps 1, 2, and 3 restricted the options. Within
these givens, however, a number of alternative procedures and elements
)
were possible. These related among other issues to: (l) the length
of the program; (2) the possible use of released time during the school
year for training in addition to, or in place of the summer time
period; (3) the amount of emphasis to be placed on training within a
school setting; and (4) the specific content of the program.
Step 5. Step five, selection, required choosing among the alter-
natives proposed. Over a two month peri >d of time that involved con-
siderable discussion by the Center staff, an overall program design
evolved. It included several distinct procedural elements: (l) Par-
ticipant involvement in designing program objectives and learning
activities to meet their individual abilities and needs; (2) released
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time for participants from regular classroom duties for the implemen-
tation of these tasks; (3 ) training in a school setting, which allows
for supervised practice and the presence of handicapped children;
(4) the influencing of factors in the school environment that control
the utilization of technology; ( 5 ) follow-up assistance to the par-
ticipants when implementing newly learned skills in their own class-
room; and (6) program evaluation centered on teacher effectiveness and
pupil achievement.
In addition to these procedural elements, the program design
included a specific delineation of the process of instructional tech-
nology
, A number of models have been developed detailing the specific
operations involved in applying instructional technology. For this
program, the model developed by Lloyd Homme, referred to as Contingency
Contracting, was used in a modified form (Homme, 1970), Its application
was particularly suitable to the type of student Included in this study.
In general, the students require a highly structured learning environ-
ment to achieve their potential as learners.
This process involves systematic planning procedures and the man-
agement of instruction based on systematic reinforcement. The instruc-
tional planning phase outlined in Figurd 2 involves specifying the
details of four aspects of instruction. The first step is the enumer-
ation of the curriculum objectives in behavioral terms, and compilation
of appropriate learning materials matched to each objective. Second,
the diagnostic tests to be used must be identified and collected or
prepared. There are three types of instruments usedt (l) prescriptive
tests, which are given before instruction to determine what tasks a
The
Instructional
Planning
Process
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student will have to learn; (2) progress checks, used to determine if a
student has achieved a specific objective; and (3) unit tests, which
measure the student's attainment of several related objectives. Third,
the types of reinforcement and methods of systematically administering
them are detailed. Fourth, classroom space is divided into a task area,
a reinforcement area, and an area for the storage and distribution of
materials.
Following completion of the necessary planning steps, the in-
struction is managed using the following procedures. These are out-
lined in Figure ^ Diagnostic or prescriptive tests are administered to
each student. From the results obtained, his strengths and weaknesses
in a specific subject area are identified and recorded in his folder.
Objectives are chosen for him to attain over a week or several week
period (terminal objectives) along with the accompanying sub (or daily)
objectives. Materials and methods are selected on an individual basis.
Upon participating in a task and successfully completing a progress
check, the student engages in a reinforcing event of his choosing for a
specified period of time. Following attainment of a number of specific
sub-objectives, the student takes a unit test to show completion of a
terminal objective.
This systematic instructional planning and management process
just described, combined with the procedural elements discussed earlier,
form the design for staff development that was created to fulfill the
first purpose of this study. In summary, the approach that was designed
emphasizes; participant involvement in program planning; implementation
of these plans with provision for individualization of training and
FIGURE 3
The Instructional Management Process
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supervised practice of skills with students; evaluation focused on
teacher effectiveness, and to a lesser extent, pupil achievement; the
use of released time from school duties or monetary compensation for
summer participation to support these activities; and the influencing
of environmental factors in the participants' schools which effect
their utilization of the technological processes and products focused
on in the Staff Development Program,
Ihe last three steps of the Project Aristotle model were applied
in order to achieve the second purpose of the study—an implementation
of a trial demonstration of the newly created staff development ap-
proach, and an evaluation of its effectiveness in producing certain
teacher and student behaviors as specified in selected operationalized
dimensions of program goals.
Step 6, The initial implementation of the program design
described above occurred from December, 1971, to September of 1972, In
translating the design for staff development into an actual training
program, a number of procedures were followed.
(l) Selection of participating schools and staff members. In
January, 1972, arrangements were made with administrative personnel
from the American School for the Deaf in West Hartford, Connecticut, to
involve a selected number of their Lower School staff members in the
Northeast Regional Media Center for the Deaf Staff Development Program.,
Following a presentation on major goals and aspects of the program by
the NRMCD staff, 17 teachers from two buildings voluntarily agreed to
participate, and with the approval of the administration, were accepted.
Similar arrangements were made to involve 8 out cf approximately 50
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teachers of day classes for the hearing a.nd mentally handicapped in
Springfield, Massachusetts,
Administrative support for the program was sought from the
beginning and built into the program. The Supervisor for Special Ed-
ucation, with whom most of the Springfield teachers had direct contact,
served as liason between the NRMCD and the Springfield school system.
She handled c-hs selection procedures and was consulted in major program
decisions. The Principal of the Lower School at the American School
for the Deaf served as the on site agent to co-ordinate program planning
and implementation under the direction of the Superintendent of the
American School. Contact was made with all the administrative per-
sonnel in both systems who could directly influence the operation of
the program. Other school personnel necessary to achieve program goads
were involved as participants. These included two librarians and the
Director of the Media Center at the American Sciiool, plus two librar-
ians and a media speciailist from Springfield, Thus, the NRMCD sought
to directly influence the school environment of the participants in such
ways that would promote the success of the program,
(2) Collection of relevant data on the needs of the participants.
The initial activity used to achieve this step was a three day retreat
at the University of Massachusetts Campus Center on March 3 f and
5, 1972. Pertinent information on each participant's professional
experience was collected} severad diagnostic tests pertaining to major
content areas were administered; a series of learning activities
designed to provide participants with an overview of the content areas
was offered; and experiences were provided that were designed to elicit
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from the participants some broad goals they wanted to achieve. The
retreat also served to acquaint participants with each other and the
NRMCD staff, to motivate interest and excitement in the program, and
to foster a climate of trust and openness among the staff and parti-
cipants,
(3) Selection of the instructional staff. The instructional
staff included three full time NRMCD professional personnel, the
Principal of the American School, the Supervisor of the Resource Unit
at the same school, four graduate students completing their doctoral
degrees, assisted by five other NRMCD personnel, ana eight students
from the Media Specialists Program at the University of Massachusetts,
(4) Development of a set of personalized objectives for each
participant. From mid-March until mid-May, 1972, NRMCD staff members
met on Thursday afternoons from one to three p.m, with the Springfield
participants in a local school, and on Friday afternoons for a similar
time with the teachers at the American School, On both days, teachers
were released from their classroom duties by students in the Media
Specialists Program at the University of Massachusetts,
During March and part of April, 1972, the participants were
engaged in operationalizing the broad goals they had for the program
that they identified at the retreat. During the latter half of April,
the NRMCD staff analyzed this information and compiled a list of terminal
objectives that reflected the operationalized dimensions of program
goals, the expressed needs and interests of the participants, and the
capabilities of the NRMCD to meet these needs. This list is contained
in Appendix II, Each participant then indicated the objectives he
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wanted to achieve in priority order; in consultation with an NRMCD
staff member his list was agreed to or modified in a mutually accepted
way,
(5) Design of learning activities based on participants' ob-
jectives, During late April and early May, 1972, NRMCD staff members
conducted a series of learning activities related to principles of
behavior. Participants learned selected procedures of behavior mod-
ification and classroom management using two programmed texts (Buckley
and Walker, 1970; Homme, 1970), and small group feedback sessions.
Plans for other activities matched to program dimensions were formulated
and were implemented during a three ar.d one-half week program in July,
(6) Development of an evaluation design. As described later in
Step 7» an evaluation design was created based on program goals. It
provided important data for this investigation, and on—going data for
the program decision-makers relevant to their decision-making needs,
(7) The design and implementation of a summer workshop. Par-
ticipant training in the use of the instructional technology process
outlined earlier in this section focused on learning and applying the
necessary procedures and skills in a classroom setting. This occurred
during a three and one-half week institute on July 5-7, 10-14, 17-21,
and 24-28, 1972, that included handicapped children. During July
10 through 28, 1972, the participating teachers offered instruction
at the American School to 28 students using the systematic planning
and management techniques and procedures outlined earlier in this
section.
Because time did not permit the participants to complete all the
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procedures themselves, the NRMCD staff completed a number of the
necessary tasks. During Hay and June, 1972, student school records
were examined by the workshop staff to determine in which subjects each
student would need additions work. Eight subject are,as, referred to
as functional areas, in which instruction would be offered during the
summer were identified—Spelling, Mathematics, VJord Recognition,
Reading Readiness and Comprehension, Vocabulary Development, Speech,
Communication Skills, and Following Instruction,
After choosing the students and ascertaining several character-
istics of the student group involved—i.e, a.ge span, reading ability
level, etc,—the NRMCD compiled a number of behavioral.lv stated
curriculum objectives, and placed them in several functional areas for
possible teacher use. Appropriate instructional materials were gath-
ered and matched to these curriculum objectives. They were placed in
the functional area rooms before the teachers arrived, along with
diagnostic tests that were collected. During this time, a number
of reinforcing events1 appropriate for the students were chosen, and
placed or made available in a newly established reinforcement room,
A three day orientation for the participants to the instructional
technology process they would use in the summer was conducted on
July 5» and ?» 1972, Upon learning the steps involved, the teachers
spent time reviewing the objectives, learning materials, and diagnostic
tests placed in the functional area rooms, During the three days,
1 A reinforcing event is something a student would desire to do, use,
or participate in.
k2
teachers learned how to administer the diagnostic tests, write ad-
ditional curriculum objectives, and with the assistance of a librarian
and media specialist, match relevant learning materials to each curric-
ulum objective developed, A review was made of selected principles of
behavior learned by most of the participants in April and May, 1972.
Two to four teachers were voluntarily placed in a functional area
and planned instruction for the students assigned to them. Each
functional area had a co-ordinator whose role was toi (l) insure that
the necessary materials and equipment were available when needed
;
(2) assist teachers in using the skills of instructional planning and
management learned during the summer; (3) collect data on teacher and
student performance as requested by the program co-ordinator; and
00 co-ordinate the scheduling of specific teachers with specific
students at specific times. Three of the doctoral students and the
Lower School administrative staff served as the co-ordinators. Each
area also had the assistance of a University of Massachusetts media
specialist student who served both as a teacher aide and a producer of
materials. One of the professional media specialists or librarians
participating in the program was assigned to a functional area to
compile print and nonprint materials for teachers to select when devel-
oping student learning activities.
Instruction in a functional area was provided using one of several
formats 1 "tutorial, self-instructional, and small group. Every room had
separate areas set up for each of these learning modes, A variety of
equipment and materials were gathered from the American School, the
Springfield schools, the NRMCD, and the Special Education Instructional
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Materials Centers (SSIKCS) at Albany, New York, and West Hartford,
Connecticut. A list of the equipment and materials borrowed from the
NRMCD and the Albany SEIMC is contained in Appendix m, and in-
dicates the scope of media used in the program.
Each child had instruction in two or three functional areas,
depending upon his identified needs. Following diagnostic testing the
first two days, the teachers in each functional area compiled two or
three terminal objectives for each child to complete over the remaining
two and one-half weeks. Individualized sets of objectives were pre-
pared for each student, and the criterion leva contained in each
objective was related to clearly diagnosed needs. Using these behav-
ioral oojectives and a list of learning activities that were compiled
by the NRMCD staff or were self-generated, the functional area teachers
developed a series of instructional plans for each child. These plans
stated specifically what the student was to do, and what reinforcement
he would receive for successful completion of these learning tasks, 1
The content of each plan depended upon the child's previous performance.
When the student completed the plan, he could go to the reinforcement
area for a specified period of time to choose what he wanted to do from
a selected list of activities, or do something of his choice,
A typical days schedule provided time for several types of acti-
vities, Teachers arrived at 8*30 a,m. From 9 a.m. to 12 noon instruc-
1 Originally, these plains were stated in the form of a written contract
signed by the teacher and student. Teachers, however, found it easier
and more effective to explain verbally the contents of the instruc-
tional plan to the student.
tion was offered to students. The morning was divided into four 40
minute periods of instruction and a recess break. Teachers had in-
structional responsibility for three or all four of these periods,
although, by the last week, each teacher had at least one period free
from instructional duties. The original intent of the staff was for
each teacher to instruct only part of the morning. However, teachers
found it difficult at first to provide individualized instruction
when working with a group, and decided to work on a one to one basis.
When not instructing, teachers were free to plan instructional activi-
ties, develop behavioral objectives, diagnose student progress, or
critique the instruction provided that day. After the students departed
at noon, the teachers would engage in these types of activities in the
afternoon plus attend workshops and seminars designed to help them
achieve previously selected program objectives of their own choosing
pertaining to the utilization of media.
The intent of the summer institute was to have the participating
teachers learn the instructional technology process previously described
by actually using it in a supervised classroom setting. The expecta-
tion was that during the three weeks of offering instruction to chil-
dren, the experience of using the process would stimulate further
discussion on the problems of using such an approach and ways to im-
prove a teacher's use of the techniques and procedures involved.
The procedures just described were used to achieve part of the
second purpose of the study—the implementation of a trial demonstration
of the newly created NRMCD approach to staff development.
Step 7 . Step 7 of the program development model involved
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determining the extent to which program objectives had been attained.
An evaluation design and appropriate instrumentation were developed in
order to evaluate the program's effectiveness in producing certain
teacher and student behaviors as specified in selected operationalised
dimensions of program goal number one. A process based on the Hutch-
inson Method for Operationalising a Goal or Intent (Hutchinson and
Benedict, 1970; Coffing, et al., 1971) was used to elicit from the
Co-ordinator of the Staff Development Program, the critical, measurable
and observable dimensions of this major goal. It involves the use of
an iterative process and tests of completeness. Appendix iv con-
tains a description of the procedures used. One advantage of this
process is that it presents to the decision-maker for his conscious
rejection, dimensions other than those which he might otherwise choose
to measure. If the decision-maker were to begin by specifying behav-
ioral objectives or performance criteria, numerous dimensions of criti-
cal importance to him (and relevant to his major goals) might never
come to light. However, by focusing initially upon the decision-maker's
major goals and systematically ascertaining the measurable components
thereof, the decision-maker is able to systematically select those
observables which he deems most appropriate to measure.
Data was collected on program goal number one—to increase the
participants’ effectiveness in the use of instructional technology as
a means of improving the learning of deaf and other handicapped stu-
dents, The operationalization process was applied to this goal, and
generated 35 dimensions on the first iteration. These dimensions were
prioritized and nine were selected for actual data gathering.
Several dimensions were further operationalized until all the
dimensions indicated a behavior to be exhibited. These behaviors were
then systematically observed and recorded by the NRMOD staff. In some
instances, the participants reported on their own behavior. An initial
measurement, or baseline, provided information on an individual's
particular behavior at a certain point in time. Subsequent measures
provided an indication of the effect of environmental, changes (various
activities of the Staff Development Program) on an individual's ability
to produce that behavior. In a few instances, data are reported for
the total group rather than for individual teachers or students.
In the last part of this section each program dimension that was
measured is stated, followed by a description of the procedures and
specific instruments used to collect the data indicated for that di-
mension, Each dimension is placed under one of three major subsections
j
(l) teacher utilization of systematic instructional planning and man-
agement procedures; (2) teacher utilization of media; and (3) student
performance. Further data of an anecdotal nature has been gathered
and is reported in a fourth subsection, A basic assumption of this
study is that sufficient data can be gained from these dimensions to
indicate possible behavioral changes in participants' utilization of
instructional technology and media, resulting from the Staff Development
Program,
Step 8. The final step in the model for program development used
in this investigation involved the modification of the design and
implementation of the program based upon data from the previous two
steps. Some changes were made in the operation of the program as it
occurred during "the school year and the summer. These were minor
procedural changes rather than major alterations in program format.
Several recommended modifications in the design and implementation of
future programs, based upon the findings reported in this investigation,
are described in Section IV.
Description of the Data ColIected
f
Teacher Utilization of Systematic Instructional Planning and Management
Procedures.
Dimension 1,1
1.11
1,12
1.13
Each participating teacher will plan and manage
instruction offered to students during the summer
training session using a contingency contracting
system that includes the written statements or
procedures described in dimensions 1.11 to 1,14,
Beginning in the Fall of 1972, 80% of the parti-
cipating teachers will use these procedures for
at least five hours of instruction per student
per week.
Use of diagnostic tests to determine what a
student’s strengths and weaknesses are in a sub-
ject area, and which curriculum objectives he
needs to complete.
Determination of student objectives in terms of
the behavior to be exhibited, the conditions
Under which it will be performed, and the cri-
teria that indicate its successful completion.
Specification of the reinforcement a student will
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receive for successful approximation or com-
pletion of the learning task,
1,14 Monitoring of a student's progress towards
completing a learning task.
To determine if each teacher had used any or all of these pro-
cedureo prior to entering the program, the lesson plans for each teacher
for September, 1971, and January and February, 1972 were examined along
with any accompanying student records. The September plans would in-
dicate what diagnostic tests were used, while the January and February
plans would reflect teacher planning immediately before the program
began in March, 1972,
The extent to which the procedures described in the dimension
were being used by the teachers during the summer workshop were measured
by having the functional area co-ordinators examine at least one in-
structional plan written by each teacher every day. The co-ordinators
recorded on a form which of the procedures were and were not indicated
in the plan.
At the end of July, 1972, each teacher stated in writing if he
intended to use a contingency contracting system with all students at
least five hours per week in his clasroom beginning in September, 1972,
Positive responses would indicate likely changes in participant behavior
when they returned to their classrooms. To confirm this, each partici-
pating teacher was interviewed by the Program Co-ordinator during
September, and his instructional plans examined to determine the extent
to which a contingency contracting system was being used or plans made
for such use.
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Dimension 1,2 Each teacher will select and use student
learning objectives based on the existing
performance of each child as described in
dimensions 1.22 to 1,29. This will be done
for all student instruction in the summer
workshop and for at least five hours of in-
struction per student per week beginning in
September, 1972.
1.21 Eighty percent of the participants will
define in writing the three major elements of
a behavioral objective. These arej the be-
havior the student is to exhibit, the conditions
under which it is to be performed, and the cri-
i
terion level of success. Eighty percent of the
participants will select a correctly written
behavioral objective from several alternatives.
Given a criterion test item, 80^ of the parti-
cipants will write a behavioral objective con-
taining the three essential parts. Eighty per-
cent of the participants will correctly dis-
tinguish between a terminal and an enabling
objective.
1.22 Following diagnostic testing, terminal objectives
(those the student is to attain by the end of
the summer workshop) will be specified for each
child. Eighty percent will contain all the
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criteria given in dimension 1.21.
1.23 Development of terminal objectives will be
based on retrieval of diagnostic data cur-
rently available.
1.24 Teachers will have a list of the enabling or
sub-objectives for each student to achieve
during a given 3 to 5 day period of time,
subject to revision,
1.25 Teachers will order sub-objectives so that
in a functional area co-ordinator's judgment
they, "build towards a terminal objective,"
1.26 Teachers will choose enabling objectives based
on the student's previous performance that
week,
1.27 Teachers will maintain records of the per-
formance of each student on a daily basis,
1.28 The records will include what the child is to
do, how he is to do it, if and when the ob-
jective is attained, and the reinforcement he
received.
1.29 The behaviors exhibited by students in a class-
room, as randomly observed by a functional area
co-ordinator on at least two occasions a week,
will match 90^ of the time, the behavioral ob-
jectives previously specified for those students
for that week.
51
To determine the extent to which participating teachers were
developing and using student objectives in their classes prior to
entering the program, as described in dimensions 1,22-1,29, their in-
structional plans for January and February, 1972, were examined. Data
on teacher utilization of objectives during the summer workshop, both
as individuals and as a group, were collected by functional area co-
ordinators, They examined student and teacher records on various
occasions and noted the extent to which teachers had followed the pro-
cedures described in dimensions 1,24-1,29. The forms used ere con-
tained in Appendix VIII,
The Program Co-ordinator visited each teacher during September,
1972, to ascertain if the expected movement towards the described use
of student objectives continued when teachers returned to their schools.
Each was asked to describe the extent to which he used or planned to use
behavioral objectives in designing instruction for students.
Dimension 1,3 Teachers will increase their verbal fluency
in principles of behavior related to operant
technology and reinforcement,
A 25 question test was developed by the NRMCD staff as a means of
obtaining data on this dimension. The test was administered at the
beginning of the program on March 4, 1972, at the Staff Development
Program retreat, and again on the last school day of the summer work-
shop, July 27, 1972, A copy of the test :‘.s contained in Appendix
IX, The Wilcoxin-Matched Pairs Signed-Rank Test was selected to
determine if the difference between the pre- and posttest scores of the
participants was significant.
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Teacher Utjl^za+fnn of Mrdja
Dimension 1.^ Teachers will increase their verbal fluency
in the utilization of media.
A 25 question test was developed by the NRMCD staff as a means
of obtaining; data on this dimension. This test was administered also
at the Staff Development Program retreat on March 4, 1972, and on the
last school day of the workshop, July 27, 1972. A copy of the test
is contained in Appendix X. The Wilcoxin-Matched Pairs Signed-Rank
Test was used to determine if the difference between the pro- and post'
test scores of the participants was significant.
Dimension 1,5 Ninety percent of the teachers will request
the assistance of at least one outside re-
source person per day during the summer work-
shop to help them plan, produce, or imple-
ment student objectives and learning activi-
ties, Outside resource personnel would in-
clude: a media specialist, a librarian, a
school psychologist, a curriculum supervisor.
Data was gathered from an interview of 8 to 10 teachers dally on
their use of resource personnel. The selection of participants was at
random. The interviewing was done by an NRMCD staff member. The form
used to collect the data is contained in Appendix XI,
Dimension 1,6 Eighty percent of the participating teachers
will exhibit each of the behaviors described
in dimensions 1,61 to 1,65 pertaining to the
utilization of media in the instructional
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process. For this dimension, the media listed
below will be of concern,
(a) Flash cards
(b) Bulletin board
(c) Chalkboard
(d) 3-D objects, toys and games
(e) Overhead transparencies
(f) Filmstrips
(g) 2X2 slides
(h) Opaque projection
(i) Personal photography
(j) Audio discs
(k) Tape recordings
(l) Television programs
(m) TV recordings
(n) Project Life
(o) MIVR system
In regard to the above list, 80% of the par-
ticipating teachers willj
1.6l Use at least three of the listed media regularly
(at least once a week) for the first time during
the summer institute,
_.62 Have the skill to use at least three media de-
vices which they were not capable of using
before the program began,
1,63 State in writing their intention to use at least
three media more often in the Fall of 1972 than
in the Spring of 1972
.
1.64 State in writing that they learned some new
applications of at least three media during
the summer institute,
1.65 Use all equipment daily without difficulty
during the summer program.
Participants were required to complete a Program Evaluation Form
at the end of the summer workshop. Question II asked them to check
which of the above listed media they* (l) used regularly last year-;
(2) used regularly for the first time during the summer; (3) learned
how to use during the summer; (4) expected to use more often in the
fall than the previous spring; and ( 5 ) found some new applications of
during the summer, A tabulation was made of the number of participants
who indicated the above behaviors for each device listed.
Student Performance,
Dimension 1,7 During the summer workshop, 90$ of the stu-
dents will respond actively at least 50% of
the time in each instructional setting estab-
lished by the teacher. Active student response
includes 1 writing, talking, pointing to, and
manipulating, which is matched to the achieve-
ment of instructional gcals. Appropriateness
of response will be determined by the judg-
ment of the functional area co-ordinator.
At least once a week, each student in a functional area was to be
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observed by the functional area co-ordinator for a 20 minute period.
Because of time limitations, most students were examined only two or
three times a week in total. The co-ordinator noted on a form, con-
tained in Appendix XII, the amount of time the student was actively
responding. To determine whether there was any increase in the amount
of active student response from the week of July 17-21
,
to the week
of July 24-27
,
1972
,
the figures for both weeks were compared, and
an increase or decrease noted for each student.
Dimension 1.8 Eighty percent of the students in the summer
workshop will accomplish 80% of the terminal
objectives that are determined by the pro-
cedures in dimension 1,2,
Teachers wrote a progress report for each student they had in a
functional area. Appendix XIII contains the form used. In each
report, they listed the terminal objective (s) developed for the stu-
dent, with an indication of whether or not the objective was achieved.
Using these reports, a tabulation was made of the number cf objectives
each student achieved.
Dimension 1,9 Eighty percent of the students in the summer
workshop will show an improvement in their
rate of learning and level of achievement as
stated in dimensions 1.91 and 1 , 92 .
1, )1 The rate at which 80% of whe students are able
to complete tasks that are similar in difficulty
and length will increase by at least 20%.
1.92 Eighty percent of the students will show an
increase in the level of achievement in two
subject areas as stated in their terminal
objectives.
The records of six students, representative of the total group,
were examined to determine what improvement in their learning had
occurred.
Anecdotal Records.
Participant comments on the various aspects of the program were
obtained, A 10 item questionnaire titled, "A Program Evaluation," was
given to the participants on Wednesday, July 26, 1972, They were in-
structed to carefully consider and answer each question. The forms
were handed in anonymously on Friday, July 28, 1972, A copy is con-
tained in Appendix XIV,
Questions I, IV, VI, and IX elicited the participants' perceptions
on the value of various activities, personnel, and materials that were
part of the program. In two separate questions, III and VII, the par-
ticipants commented on the effects the program had onj (l) students
in their functional area, and (2) their own professional behavior.
Other questions related to the participants' utilization of media and
the objectives that they selected to attain.
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SECTION III
RESULTS
Results will be presented under each of four subheadings
»
(l) teacher utilization of systematic instructional planning and man-
agement procedures; ( 2 ) teacher utilization of media; ( 3 ) student
performance; and (4) anecdotal records. In the first three sections,
data collected on the program dimensions relevant to the concern of
each section will be presented. In the fourth section, participant
comments on a program evaluation form will be reported. Within each
section, the data obtained will be described and analyzed.
Teacher Utilization of Systematic Instructional Planning and
Management Procedures,
Dimension 1,1 The lesson plans of participating teachers for Sept-
ember, 1971, and January-February, 1972, were reviewed to determine if
they had used the procedures indicated in dimension 1,1 before they
entered the Staff Development Program in March of 1972.1 These findings
are reported in Table 3 . The examination of 19 lesson plans indicated
that two teachers, both part of a special resource unit at the American
School, used diagnostic tests, developed objectives for students to
attain, and monitored a student’s progress towards completing a par-
ticular objective. They did not specify reinforcement procedures for
students. Fifteen of the remaining 16 lesson plans examined revealed
1 The plans of two teachers from Springfield and two teachers from the
American School were not examined as the teachers reported they had
discarded them at the end of the school year.
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that these teachers did not follow any of the procedures outlined in
dimension 1,1, The lesson plans of one teacher did indicate that he
had done extensive diagnostic testing.
The instructional plans of these 16 teachers were written
according to topics or concepts to be taught to the whole class. The
general pattern was to list the concept or topic to be covered and/or
group activities to be followed. Some representative examples are
noted below.
To know something about the earth
To improve pronounciation
Sense training using the overhead projector
Awareness of change in environment
Read stories and have children guess what happens
Discuss types of buildings
The teachers' supervisors support these findings in a question-
naire evaluating the extent to which their teachers used the procedures
outlined in dimension 1,1, Their comments did indicate that one of the
teachers (#6) whose lesson plans were not examined, administered diag-
nostic tests in September, 1971, but did not use the results to develop
student objectives. Thus, except for two teachers who were part of a
special resource unit, the participating teachers had not followed
systematic planning and management procedures prior to entering the
NRMCD Staff Development Program,
Student records, which contained instructional plans for students
kept by the participants during the weeks of July 17-21, and 24-27,
1972, were examined by the functional area coordinators on at least
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six different days. This was done to determine the extent to which
participating teachers had used the procedures outlined in dimension
1,1 during the summer workshop. The records were selected at random
for examination, and represent a sample of approximately 20-25% of the
number kept. The functional area co-ordinators recorded which of the
desired procedures or statements were and were not included in the
plans or records. Their findings are presented in Table k.
The data indicate that a large percentage of the teachers were
using a contingency contracting system as defined in dimension 1.1,
when providing instruction to students d.uring the summer workshop. All
of the records examined show that diagnostic tests were used with the
students; 82% contained instructional objectives that were written in
terms of the behavior to be exhibited, the conditions under which it
will be performed, and the criteria that indicate its successful com-
pletion; 7^% indicated the reinforcement procedures used; and 100%
showed that teachers were monitoring a student's progress towards com-
pleting the learning task chosen.
Most teachers included three of the four desired items in most all
their records. There was a tendency to either develop enabling ob-
jectives as specified in dimension 1,12, or record the reinforcement
used with a student. Even in those situations where a teacher's total
percentage for an item was low, progress during the workshop was
evident. Ail but one teacher included ei ch of the four items in their
last two student records that were examined. These results are not
surprising, because teachers were expected to use such procedures.
However, the data do show that the majority of teachers had learned
Teacher
Use
of
Systematic
Planning
and
Management
Procedures
During
the
Sumner
Workshop,
as
Indicated
in
Student
Records
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several of the skills necessary to implement a contingency contracting
system in a classroom situation.
To determine if each participating teacher would use these pro-
cedures in their own schools, each teacher was asked to note in his
program assessment form, Question VII, if he intended to use a con-
tingency contracting system with all students at least five hours per
week in his classroom beginning in September, 19?2. Twenty-one an-
swered "yes,” one gave a "no" response, and one did not reply to the
question.
To confirm these findings, each participant was interviewed in
September, 1972, and instructional plans were examined. The partici-
pating teachers at the American School were using the systematic
planning skills they learned during the summer workshop. The adminis-
tration of the Lower School prepared, a series of diagnostic tests in
written language, spelling, reading, word recognition, communication
skills, and arithmetic. All teachers were taught how to use them at a
four day orientation, and then administered them to students in their
classes during September, 1972. During late September, all teachers
developed a long range goal, or goals, for each student to achieve over
the nine week marking period, ending in November, 1972, Each teacher
from the Staff Development Program assisted a colleague not in the
program. Beginning in October, 1972, the teachers had agreed to
develop one or two behavioral objectives for each student to achieve
over a weekly period of time. Time restrictions did not permit daily
objectives for each student to be specified, NRMCD members visited the
school at least once a week to help teachers with specific problems.
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To assist in this task, the administrator provided the teachers with
sets of behavioral objectives in some subject areas that were pre-
viously compiled by other schools. All but one of the sixteen teachers
in the program reported being pleased with the assistance provided.
No formal observations by the Center staff were made to ascertain
the extent to which all of the teachers were determining appropriate
reiniorcers for each student, and providing this reinforcement on a
systematic basis. A random visit to the classes of six teachers by the
Program Co-ordinator in late September, 1972, indicated that all of
them had established reinforcement areas in their rooms. Three cf the
six were reinforcing desired student behavior 80% or more of the time.
One teacher was reinforcing students whether or not they had success-
fully completed a specified learning task, while the other two had not
developed specific enabling objectives for the class observed. All of
the teachers who were visited reported difficulty in keeping detailed
records of student achievement, due to limited time available for this
task. Program staff members planned to assist individual teachers
during October and November, 19?2, in finding an adequate procedure
for doing this.
Examination of the records kept by the Springfield teachers
during the last week in September of 1972- and a brief conversation
with each of them by the Frogram Co-ordinator, revealed that three had
extensively used diagnostic tests and were developing a system for
specifying instructional objectives and recording student progress
towards achieving them. One teacher in the junior high school had done
diagnostic testing in some areas, and was preparing to develop objec-
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tives icr some of his students. He had developed a system of keeping
detailed records of student performance. The three other teachers, all
from the same elementary school, had not followed any of the procedures
in dimension 1,1, except for doing limited diagnostic testing. Two of
them expressed difficulty in developing appropriate diagnostic measures
for the trainable students they had. They also felt the students were
not capable of working on their own without direct supervision. In
addition, they stated that no time was available for specifying student
learning objectives in writing. They were still interested in util-
izing systematic planning and management procedures, but expressed the
need for assistance from the NRMCD in doing this for the specific
classroom situations. Two members from the Center staff began bi-
weekly visits to the school in October, 1972, to help determine student
needs, develop objectives for certain areas of study, and find a suit-
able procedure for monitoring student progress on a daily basis.
Dimension 1.2 Examination of the lesson plans of 19 of 23 teachers
for September, 1971, and January-February, 1972, showed that almost all
the participating teachers were not developing or using student learning
objectives during the 1971-1972 school year. The two teachers who were
writing objectives only indicated what the student was to do. They did
not state the conditions under which the student was to perform nor
write an acceptable level of performance desired. The supervisors of
the teacher-; reported that none of the lour teachers whose lesson plans
were not examined wrote student objectives. These findings indicated
that prior to entering the Staff Development Program, none of the par-
ticipants were writing and using student learning objectives as
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described in dimension 1,2 a.nd the accompanying sub-dimensions.
Dimension 1,21, Participants were asked four questions at the
beginning of the program and again at the end of the summer workshop to
assess their knowledge and skill in writing the behavioral objectives.
Individual results are presented in Table 5, When asked to list the
three major components of a well- written behavioral objective, two-
thirds of the participants (3 8 out of 27) could not do this on the
pretest, while every participant identified at least one on the post-
test, Only one person could identify all three components on the pre-
test, but 14 participants were able to do this on the posttest. While
this figure represents slightly over half of the participants, it does
not meet the criterion level of 80% stated in the dimension.
Given a list of five objectives, the participants were asked to
identify those which contained the major components of a well written
behavioral objective. Two of the five objectives had all three com-
ponents, On the pretest, 10 participants did not choose either of
these two, 10 chose one of the two, while 7 correctly identified both
of them. On the posttest, only 1 participant failed to identify at
least one of the correct objectives. Fourteen participants identified
one of the two objectives while 12 identified both. Sixteen partic-
ipants showed a gain from the pre- to posttest scores, 4 showed a
decrease, while 5 participants had the same score.
Given a test item, the participants were asked to write a behav-
ioral objective for that item. On the pretest only 1 person succeeded,
while 21 of the 27 participants did so on the posttest. When asked
to state the difference between a terminal objective and an enabling
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objective only 3 of the 2? could do this on the pretest, while 22 par-
ticipants succeeded on the posttest. The criterion level of 80% was
achieved for these two parts of program dimension 1,21,
Dimension 1,22, Diagnostic testing of students was completed by
July 12, 1972, except for two students who did not complete testing
until the end of the first week of the summer workshop due to absence.
By Thursday
,
July 13
,
the Program Co-ordinator had received the terminal
objectives for all except two students. The objectives for each student
were compiled and a copy given to all participating teachers.
Each teacher wrote the terminal objectives for four to five
students on the average. On July 17 and 18, 1972, the teachers from
each functional area vrho had a particular student met, along with the
Project Co-ordinator, to discuss the student's terminal objectives. At
that time, comments were made about the clarity and completeness of
each terminal objective. Both the Project Co-ordinator and the par-
ticipants indicated the need for revising certain objectives. Sug-
gestions were made for adding or changing t (l) what th* student was to
do, (2) the conditions under which the behavior would occur, or (3) the
criterion level of success to be met. Teachers were not told specif-
ically how to reword the objective, but only that certain aspects of
the objective needed to be changed. Teachers made the changes on their
own and then gave the reworded objectives to the Project Co-ordinator
when they were satisfied with them, Thes 3 objectives are the ones that
were analyzed. The terminal objectives for six students whose perfor-
mance was analyzed in this investigation are found in Appendix XV,.
Table 6 is a tabulation of the number of terminal objectives
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written for each student which indicated, the three elements of a
behavioral objective. Of the 193 terminal objectives written by par-
ticipating teachers, 173, or 90$, stated what behavior the student was
to exhibit. Only 116 objectives, or 60$, specified the conditions
under which the behavior was to be performed; while 151, or 78$, of the
objectives contained a minimal or criterion level of achievement ex-
pected, A number of teachers reported that they did not have sufficient
data to specify a reasonable criterion level for several, children, and
thus, did not include one. If this explanation is considered, then
only the percentage of objectives indicating the conditions under which
the behavior was to be exhibited (60$) vrould be considered low.
The number of terminal objectives which contained none, one, two,
or all three of the basic elements of a behavioral, objective were
totaled.. There were 88, or 46$, of all the objectives written that
contained all three elements; 77, or 40$, that included two elements;
22, or 11$, that had only one element, and 6, or 3%, that did not
contain any essential part of a behavioral objective. These figures
do not meet the criterion level of 80$ of the terminal objectives
written having all three elements. At least two of the three basic
elements, however, were contained in 86$ of the objectives,
A composite total was made of the number of elements of a behav-
ioral objective contained in all the objectives written in each func-
tional area. This was done to determine if there were noticeable
differences among teachers in different functional areas in the writing
of terminal objectives. Thus, in Communication Skills, there were 5
objectives that had one element, 13 that had two elements, and 1 that
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contained all three elements. Five times one, 13 times two, and 1
times three equal 34. Into this figure was divided the possible max-
imum number of points that could be gained if all the objectives had
contained the three basic elements. In the area of Communication
Skills this would be 37 points (3 times 19 objectives). Thirty-four
cf 57 represents 60% of a perfect score. Table 7 contains the percen-
tage of a possible perfect score for each functional area. The data
indicate that teachers in the functional areas of Spelling, Mathematics,
and Following Instruction,
. with scores of 88%, 86%, and 95% respec-
tively, were more consistent than teachers in the other five functional
areas in including all three elements in the terminal objectives they
wrote.
To determine how individual teachers were performing, the objec-
tives they wrote were identified. Table 8 is a tabulation of the
number of terminal objectives written by each teacher which indicated
the three elements of a behavioral objective, A large number of the
teachers were successful in including two of the three elements in most
of the objectives they wrote. In at least 80% of their objectives, 17
of the teachers stated what the student was to do, 15 teachers indicated
a criterion level, while only 8 stated the conditions. Teacher diffi-
culty in stating this last element was particularly noticeable with 6
of the 23 participating teachers.
Table 9 shows the number of objectives each teacher wrote that
contained none, one, two, or all three of the desired elements. The
data reveal that at least 75% of the objectives written by 20 of the
23 teachers contained two or three of the basic elements, A composite
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total was made of the number of elements of a behavioral objective that
was contained in all of the objectives written by the teacher. For
each objective, the percentage of a possible perfect score was deter-
mined for each teacher. Each objective a teacher wrote containing all
three elements received three points, while each objective containing
two elements, and each containing one element received two points and
one point respectively. The points were totaled and placed over the
maximum number possible (3 times the total number of objectives). This
figure was then converted to a percentage. Two participants had a
perfect score, three had scores ranging in the 90-99 percentile, four
in the 80-89 percentile, five in the 75-79 percentile, four in the
6/-74 percentile, two in the 60-66 percentile, and three under the 60
percentile. Almost all the participants (20 of 23) could, be considered
as having met a minimal level of performance regarding the writing of
behavioral objectives if scores above the 60 percentile are considered
in this category.
Dimension 1,23, Functional, area co-ordinators reported that all
teachers developed terminal objectives based on retrieval of diagnostic
data currently available.
Dimension 1.24, The records and instructional plans for all
students in every functional area were examined by the functional area
co-ordinators on three different days during the summer workshop.
Table 10 includes a tabulation of the numier of student records examined
on a given day in each functional area which contained a list of the
enabling or sub-objectives for each student to achieve during a three
to five day period of time. At the beginning of the second week of
TABLE
10
The
Number
of
Student
Records
Out
of
the
Total
Number
Examined
on
July
17,
20,
and
25,
^972,
Which
Reflect
the
Desired
Teacher
Behaviors
Stated
in
Program
Dimensions
1.24,
1.25,
1.26,
and
1,2?
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instruction, teachers in four functional areas had not developed a list
of enabling objectives for a three to five day period for any or more
than half of the students in the functional area. In effect, these
teachers were developing objectives on a day to day basis rather than
planning a sequence of objectives for a student to achieve over a
longer period of time. Teachers in three functional areas had developed
a series of enabling objectives for most of their students.
At the end of the second week, July 20, 1972, the four functional
areas with low percentages had improved them markedly—50% to 90%;
2.4% to 81%; 0% to 50%; and 40% to 70%— and those with high percentages
maintained these levels except for one area. By the middle of the third
week, six of the eight functional areas had developed such a list for
all children, and the other two areas had achieved this for all but
one student.
Dimension 1,25, Table 10 includes a tabulation of the number of
student records examined on July 17, 20, and 25, 1972, which indicated
teachers were ordering sub-objectives so that in a functional area
co-ordinator's judgment they were "building towards a terminal ob-
jective," Functional area co-ordinators reported that teachers in
three areas were not developing a sequence of objectives that build
towards a terminal objective for most students. By the middle of the
third week, July 25, this was done for between 80-100% of the students
in these areas. This growth, combined with the maintenance of similar
behavior by teachers in the other functional areas, enabled the co-
ordinators to report by the last week that, in their judgment, teachers
were sequencing enabling objectives so as to build towards a terminal
81
objective.
Dimension 1,26, Table 10 includes a tabulation of the number of
student records examined on July 1?, 20, and 25, 1972, which indicate
that teachers were choosing objectives based on a student's previous
performance, functional area co-ordinatcrs reported that this was done
for all students in four of the functional areas on all three occasions
when records were examined. In three functional areas, teachers had
not done this with most students the first half of the workshop, but
did by the third week. On July 25, functional area co-ordinators found
that with only a few exceptions, the objectives students were presently
completing were based on their performance the previous two days.
Dimension 1,27, Table 10 reveals that during the three week
period when instruction was offered to students, teachers in all but
one functional area were consistently successful in maintaining daily
records of student performance. This was done for at least 90% of all
the students in each functional, area, except for Reading, throughout
the three weeks. By the third week, the Reading Go-ordinator also
reported at least 90% success.
Dimension 1,28, Table. 11 shows the tabulation of the number of
student records examined by functional area co-ordinators on three
different occasions which contained certain information indicated in
dimension 1,28, On July 17, 1972, functional area co-ordinators found
that 70% oi the student records indicated what the child was to do for
the previous days; 64% indicated learning tasks he engaged in to
accomplish the objectives; and. 6l% indicated if and when he achieved
the objective. These percentages rose to 92%, 83%, and 78% respec-
82
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lively at the end of the second week, and to 98%, 96%, and 94% re-
spectively for the final week. Thus, teachers in all functional areas
throughout the three weeks were indicating in at least three-fifths of
all student records most of the information on pupils that program
leaders considered important. By the final week this information was
kept for almost all the pupils. The only exception was an indication
of the reinforcement a student received, which was noted in only 27%
of the records on the July 17 observation, and 79% of the records
examined on July 25
,
1972,
Dimension 1,29* A certain number of children vrere observed for
three to five minutes, from seven up to nine days during the summer
worx_>hop. Table 11 contains a tab’ilation of the number of students
whose behavior during that time did or did not match the objective (s)
previously specified for the student, as judged by the functional area
co-ordinator. Five functional .area co-ordinators found that student
behavior matched objectives 100% of the time. Three other co-ordin-
ators reported that during the first three observation periods, student
behavior did not match objectives around one-half of the time. During
the last three observation periods this occurred in only 3 out of 36
instances. In total, 9^-% of the students observed showed behaviors
that matched the objectives previously specified for them.
This figure is open to question, however, because of the latitude
the functional area co-ordinators had in determining what was appro-
priate behavior. They followed their own judgment rather than specific
criteria that were established for all to use. This, no doubt, was
one reason for the discrepancy between the two different patterns of
The
Number
of
Students
in
Each
Functional
Area
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Behavior
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Selec
Days
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Objectives
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functional area groups that emerged. Considering this qualification,
the indication is that the classroom behaviors exhibited by students
observed matched the objectives previously specified for each student
more times than not.
Dimension 1.3. Ts.ble 13 contains a tabulation of the raw scores
obtained by the participants on a pre- and posttest on principles of
behavior. The Wilcoxin Matched-Pairs Signed-Rank Test was selected to
determine if the difference between the pre- and posttest scores of the
participants was significant. This test was chosen because the two
samples were correlated, the data was ordinal, and the possibility
existed that the population was not normally distributed (Siegel, 1956),
The differences in the participants' scores were converted to a "T"
value, A "T" value of 18 was reported, which was considered, signif-
icant at the ,01 level.
Teacher Utilization of Media.
Dimension 1,4, Table 3.4 contains a tabulation of the raw scores
obtained by the participants on a pre- and posttest in the utilization
of media. developed by the NRMCD staff. The Wilcoxin Matched-Pairs
Signed-Rark Test was again used to test for significant gains, A "T"
score of 35.5 was reported, which was considered significant at the
,01 level.
Dimension 1,5 Table 3 5 contains the number of participants who
had requested the assistance of at least one resource person per day.
In 73 of 83 interviews, or 88$, the persons questioned replied they
had sought assistance; and. 99% of these participants said they were
satisfied with that assistance. The percentage of affirmative re-
88
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sponses was higher the first two weeks than the last week. This could
be explained by the teachers feeling they needed less assistance in
using certain procedures than before, or by the lack of time to do all
they desired during the last week. The latter situation was reported
by severed participants in the Final Program Evaluation,
Dimension 1*6, Table 3 6 shows the number of participants who
exhibited certain behaviors pertaining to the utilization of fifteen
different media during the summer workshop and the previous school
year, as outlined in dimension 1.6. Out of 25 respondents, over 50%
•indicated they used flash cards, the bulletin board, the chalkboard,
3-D objects or toys and games, overhead transparencies
,
and filmstrips
regularly (once a week or more often) during the school year. The
other media listed were used by only 20% or less of the participants
on a regular basis.
The goal of having 80% of the participants use at least three
media regularly for the first time during the summer workshop was not
met. Table 17 shows that two participants used one device regularly
for the first time, two used two devices, and three used three or more
devices regularly for the first time. Participants reported using
five devices out of fifteen regularly for the first time during the
summer workshop. As Table ]6 indicates, there were many media which
most teachers had not used regularly during the school year, and thus,
the possibility did exist for this objective being achieved.
Data contained in Table 17 shows that sixteen of the participants
learned how to use at least one device during the summer workshop. Six
learned how to use three or more devices. This did not meet the
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criterion level of 80% of the participants learning to use three or
more media during the summer workshop. Participants learned how to
use four devices more than any others* tape recorder (five partici-
pants)! video tape recorder (six participants); Project Life equipment
(five participants)
; and the MIVR system (six participants).
Table 3.7 indicates that a large majority of the particirants
expected to use media more often when they taught in the Fall of 1972
than in the previous Spring. Fifteen of the participants reported
their intention to use three or more media regularly for the first time,
and six said they would use one or two media more often than before.
This falls short of the goal of having 80% of the participants use
three or more devices regularly for the first time during the Fall of
1972, TV recordings, 2X2 slides, and personal photography were men-
tioned by fourteen, eleven, and ten participants as the media they
expected to use more often. Except for the chalkboard and audio
devices, all the other media were to be used by at least three or more
participants.
Nineteen of the participants reported that they found some new
applications of at least one device during the summer. While eleven
persons indicated this for three or more devices, the criterion level
of 80% was not met. Ten participants said they learned some new appli-
cations for overhead transparencies, while nine of them indicated the
same for 2X2 slides and personal photography.
On 10 days of the summer workshop, seven or eight teachers were
asked if they had used all equipment that day without difficulty. Table
18 contains the number of respondents each day who did and did not have
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difficulty using equipment. The criterion level of success was met, as
an average of 86^ of the participants sampled on a daily basis said
they did not experience interruption in their classroom activities due
to equipment difficulties. This success is reflected in the few com-
plaints functional area co-ordinators or media specialists received
about equipment operation.
Student Performa.nce
f
Dimension 1.7. No data was gathered prior to the start of the
Staff Development Program on the extent to which students were actively
responding in the classes of individual participants. The American
School Supervisor did report informally that his observations indicated
students in most of the teachers * classrooms were actively responding
perhaps 2$% of the time. Only in three or four classes did he feel
such student response occurred around 40-50# of the instructional time.
The Springfield Supervisor perceived, that five of the seven teachers
were providing for active student response around 2% of the instruc-
tional time, while the other two teachers did not permit much active
student response to occur.
Table 19 contains a tabulation of the percentage of time a student
was actively responding on each occasion that he was observed during
the summer workshop by a functional area co-ordinator. Included in the
table are all the observations made of each student in all the func-
tional areas. These range from one observation each week up to three
observations a week per student. The observations were generally in
the range of 15 to 20 minutes, with a few below 15 or above 20 minutes.
The + or - sign in the right hand column indicates whether there was a
The
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gain or loss in the percentage from the week of July 17-21 to the week
of July 24-27, 1972.
Out of 115 observations, there were only nine instances when a
student was not actively responding at least half of the time observed.
Thus, in 92% of the observations there was active student response at
least half of the time observed. This exceeds the criterion level of
9°^ that was established for this dimension. There is no indication
of growth, however, from the second to the third weeks of the summer
workshop. Out of the nine instances when students were not responding
actively 50% of the time, five occurred the second week, and four the
third week. Also, as the last column in Table 19 indicates, eleven
students showed a gain in the total percentage scores from the second
to the third weeks, while thirteen showed a loss. Two students' scores
remained the same.
To determine whether there were any noticeable variations among
the eight functional areas, the number of minutes that all students in
each functional area were observed and were actively responding was
totaled. Table 20 contains these figures. The percentages for the
eight functional areas ranged from 45% in Speech, to 79% in Mathematics,
Four functional areas were in the 71-79% category, while three areas
had a percentage ranging from 61-63%, Only one functional area was
below 50%, When the number of minutes for each functional area was
totaled, the percentage of time that the students observed were
actively responding in all eight functional areas was 70%,
Dimension 1,8, Table 21 shows the number of terminal objectives
for all functional, areas that each student did and did not achieve.
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The two reasons most often given by teachers when a student did not
achieve an objective werei (l) the lack of sufficient time for a
student to complete the objective, and (2) unrealistic expectations of
a student's ability. Despite these reasons and the failure of teachers
to revise such terminal objectives, 152, or 7%, out of a total of 193
terminal objectives written were accomplished. Seventeen students out
of twenty-eight accomplished at least 80% of their terminal objectives.
However, the goal of 80% achievement for 80% of the students was not
achieved, due in part to the teachers' inexperience in selecting and
using student learning objectives.
Dimensions 1,9* 1,91* und 1,92, A sample of student records was
analyzed to determine the extent to which teacher performance during
the summer workshop affected student learning. Using data from Table
19 students were ranked according to the percentage of objectives they
completed. The students were divided into three groups, and the records
of two students from each group were selected for examination. The top
group consisted of the students who completed all of their objectives.
The second group included the students with an 80-90% average, while
those with an average below 80% were included in the third group. The
number of students in each group was nine, ten, and seven, respectively.
Two students were selected at random from each of the first two groups,
while the two with the lowest scores were chosen from the third group, 1
By including students who had the highest, medium, and lowest averages,
1 Two students attended the summer workshop for only four days of the
first week and were not included in the ranking of students for this
reason.
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the selected sample should be representative of the total group who
participated in the program.
The intent of the following analysis of student performance is to
Indicate the type and extent of learning that the teachers were able
to produce with children during the summer workshop. The two students
from, the top group are discussed first, followed by those from the
second and third groups.
Student # 25. In his Following Instructions class he was to
respond with an appropriate body movement four out of five times to
several directional, locational, and instructional words. Four days
were required for him to do this when presented with each of four
directional words. He was able to complete a similar task with five
different instructional words within 2 days, or half the time of the
previous task. He continued to perform at a high accuracy and rate
level when learning four new locational words. This student learned
at a faster rate than expected, and was able to learn three more in-
structional words than originally anticipated.
Prior to the workshop, the student was unable to write 10 letters
of the alphabet when orally dictated, and could not spell any orally
dictated words other than his first and last name. He and his teachers
selected 23 pre-primary words for him to learn. After 2 weeks he
could spell 21 words orally and 18 in writing. In Speech, he was
omitting or substituting many different initial consonents. This
was a basic reason for his mispronouncing all 40 words spoken to
him during diagnostic testing. As measured by a posttest, he
correctly pronounced 10 of these words. Beginning with a limited
104
reading vocabulary of approximately 30 words, he could read ani
pronounce 32 new three, four, and five letter words without errors,
This exceeded his terminal objective of learning 20 new words.
Student # 19, The program staff noticed the first day of
the workshop that this deaf child did not read, sign, or respond
appropriately to directions. Two staff members decided to intervene
directly in this problem and instructed her for part of the morning.
The sessions were conducted in a separate room, where distractions
were kept to a minimum. Her Following Instructions teacher was in-
volved in teaching her on several occasions, and her parents were
assisted to reinforce the teachers' efforts at home. The objective
was for her to make 5 seconds of direct eye contact either spontan-
eously or prompted at least five times during a 2 minute training
session. Figure 4 charts her daily progress. Through the use of
hand prompts and immediate reinforcement of candy, the student was
giving 1 to 2 seconds of eye contact three to ten times per 2
minute training session by July 12, 1972. Towards the end of the
first week, the hand prompts were reduced, and every second or
third response over 2 seconds long was reinforced with candy. On
Friday, July 14, she was making an average of 18 seconds of eye
contact per 2 minute sessions. By the end of the next week, she
was giving an average of 15 contacts, ranging from 2 to 12 seconds
apiece during a 2 minute training session. This totaled around
70 seconds of eye contact. By the end of the workshop, the figure was
90 seconds of eye contact out of every 2 minute session. This far
Number
of
Seconds
of
Eye
Contact
Per
a
Two
Minute
Training
Session
for
Student
#
19
105
©
s spuooag jo jaqumN
7/10
7/12
7/14
7/17
7/>9
7/21
7/29
7/26
Date
106
exceeded the established objective of a total of 25 seconds
of eye contact per 2 minute training session.
As her eye contact improved, the instructors focused on two
other behaviors. By Friday, July 14, 1972, the student had made no
attempt to initiate any physical contact with the instructors. By the
end of the next week she was doing this several times a day, through
handholding or sitting on a person’s lap. A similar improvement was
evident in her ability to begin working when requested,
.
On July 14 the
instructor put a card containing her name in front of her face. The
instructor then signed "work now" on it and went to the work table and
waited for her to come. Initially, she did not respond, and the in-
structor had to use physical prompts to bring her to the table. After
one week on a continuous reinforcement schedule, the student would come
to the table, sit down, and give eye contact without physical prompts.
During the last week she also left the work area when told "time to
play" without any physical prompting.
All of her activities were used to reinforce her eye contact.
She enjoyed drawing on colored paper as a reinforcing activity after
her training sessions. During the second week the obtaining of colored
paper from the instructor was contingent upon giving eye contact. In
Word Recognition and Communications Skills the student liked to match
colored objects to the names of the appropriate color. In order to
receive these objects, she had to first make eye contact. Her progress
in making eye contact and physical contact was maintained upon returning
to the classroom in the subsequent school year.
Student # 17# She was unable to write intelligibly, with pen
10?
and paper, any letter of the alphabet. Her primary objective in
Written language was to improve her memory span by typing her name
correctly when presented with a card on which her name was printed.
Her first attempts to accomplish this resulted in 6 correct re-
ponses out of 25 attempts. When presented with each letter sep-
arately, she succeeded 25 out of 35 times. After 3 more days of
practice, she reached her objective on 15 of 25 attempts. During
her 8 days in the Reading area, she practiced Reading Readiness
skills. She learned to match 16 words or phrases to appropriate
pictures four out of five times for each item, and succeeded in
identifying these 16 words when used in complete sentences.
During the workshop, the student increased the number of words
she Could expressively sign or fingerspell from 3 to 23. In
Following Instructions she was initially unable to attend to a
given task for more than a minute at a time. The instructor worked
with her in a separate room using a screen the first day and none
on the second. By the third day she was able to be in the room
with other students and attend to a given task for at least 5 out
of 8 minutes, two out of three of the 8 minute training sessions.
Student # 16, In Written Language, this student spent
part of each day placing the correct article before a word. On
tasks of similar difficulty his accuracy increased from an average
of kOfc a day the first 6 days, to 90% the last 6 days, and his
rate of learning increased by 50%. He also devoted time each day
to writing a short, four to five sentence story. During the first
week his accuracy in using the correct article, punctuation marks,
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and capital letters in each study averaged around 40%, Vhen
allowed to choose his own subjects or books the second week, he
achieved around 70% accuracy. By the third week the average was
90%.
The Spelling teachers effectively used the boy’s interest in
space exploration. He learned to spell 25 new words, 18 of which
were related to space. In Word Recognition, he learned to sign
or match to a picture 72 of 76 words contained in a basic word
list. On a pretest he was able to accomplish this for only 38
words. When given 20 cards, each containing the name of a
different part of the body, the student could only point to the
correct part of his own body 3 times. By the end of the work-
shop, he was able to do this for all the parts of the body
requested (20), The Word Recognition teachers reinforced his per-
formance by letting him "teach" them about outer space.
Student # 21, Primarily through using self-instructional
materials, this student learned to recognize 37 words during the
workshop. He did this by correctly matching the printed words to
appropriate pictures. His rate of learning increased slightly, from
an average of three words per day the first week, to four per day the
last week. Before the program, he was unable to successfully pro-
nounce any words with the consonant "P f " On a posttest this was
done accurately for 10 of 12 words attempted. He made little pro-
gress, however, towards achieving a lowering in his pitch of voice,
due, in part, to his indifference in achieving this goal. In his
Following Instructions area, he learned the meaning of 15 instructional,
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directional, and loca/tional words. There was no increase in his rate
O-f learning over the two and one-half weeks of instruction. Part of
his time in Reading was spent each day in improving his ability to
recognise and comprehend the meaning of short reading selections. His
rate of completing similar tasks at the same rate of success doubled
from the first to third weeks, primarily because of the instructors'
successful efforts to decrease his excessive off-task behavior.
Student # 18, This boy learned to say 12 of 70 words
that he was unable to pronounce correctly during diagnostic testing.
He was able to firigerspell or sign about 40 of 120 words at the beg-
inning of the workshop. He could make a gesture for 40 more words
and couldn't identify 40 others. At the end be could fingerspell or
sign 100 of the 120 words. His rate of learning increased markedly,
from an average of three words the first week to eight the third week.
In Written Language, this student practiced reproducing words.
He had no difficulty in doing this for words containing four or less
letters. With five or six letter words, he exhibited frustration and
boredom by refusing to do the work, and disturbing others around 40%
of the time. This activity was terminated, and during each day of the
last week he composed a short, five or six sentence story with picttires
as the stimuli. On his first two attempts he could not compose a
complete sentence. The last two stories contained seven complete
sentences cut of twelve written.
In his first three Following Instructions classes, this boy was
very disruptive, and did not attend to learning activities 90% of the
time. He would fight with other children, throw toys, balloons and
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other articles at the teachers, and had to he brought to the table to
work. His teachers conducted instruction with him in a separate
room, and in 2 days he was able to return to the regular classroom
and attend to a given task at least 6 out of 8 minutes during two
or three of the 8 minute training sessions, A major objective
was for him to respond to the oral and signed command "work now"
by taking his seat and making eye contact within 30 seconds. Figure
5 shows his daily progress.
The student accomplished this objective within 4 days and
maintained this behavior for the next 3 days. Further record
keeping was stopped as he became a teacher for another student. This
experience was a very strong reinforcer for him. He was not inatten-
tive or disruptive, and exhibited patience for a child his age as he
slowly assisted a younger girl to understand the concepts "same" and
"different". Upon viewing a video-tape of this activity, he orally
expressed great satisfaction with his new role and was pleased at his
success.
The rate of learning and the achievement level of all six students
discussed did increase as specified in program goals. Of the 18
teachers who taught these students, 16 managed the contingencies of
behavior so as to cause an increase in the reported rate and level
of student performance.
Data was obtained on the increase in the achievement level of all
students in one functional area relating to a particular skill. The
teachers in Communication Skills orally administered a test on July 10,
and again on July 27, 1972, to determine the number of words on a basic
Number
of
Seconds
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FIGURE' 5
Number of Seconds Required for Student # 18
Jo Sit in His Seat When Requested
7/14 7/17 7/18 7/19 7/ 20 7/21 7/24
Date
1st request
2nd request
7/l4 In separate room with screen
7/17 In separate room without screen
7/18 In regular classroom
7/19 Was shown a stopwatch on the second request
7/20 Was shown a stoowatch on both requests
7/21 Was not shown a stop watch
7/24 Was instructing another student
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word list that each student was able to sign or fingerspell. The
results are presented in Figure 6. Almost every student increased
the number of words he could sign or fingerspell by at least k0%.
For some students the figure exceeded 100&
Anecdotal Records, Participants completed a Program Evaluation
Form that was developed to elicit their perceptions on various
aspects of the design and implementation of the program and its use-
fulness to them. Their responses to five questions that are of most
relevance to this investigation will be discussed.
Question I asked the participants to rate 21 major program
activities, procedures, or materials using the following scale
i
Extremely Helpful; Quite Helpful; Some Help; A Little Help; No Help
or a Vast of Time; Did not Attend, See or Do, Table 22 contains
the responses given. A large majority of the participants perceived
most of the listed activities, procedures, or materials to be ex-
tremely or quite helpful. With 19 out of 21 items, more participants
checked these two categories than the three which indicated some,
little, or no help, and usually by wide margins. Sixteen items
received a rating of extremely or quite helpful from at least two-
thirds of the participants. Over half of the items received this
rating from four-fifths of the participants. Rarely were the activi-
ties perceived as being of no help or a waste of time. Only three
activities received just one or two such ratings.
Question III asked the participants to comment on the effect
the program had on students in their room during the summer workshop.
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FIGURS 6
Number of Words on a Basic Word List That Students
in Communication Skills Learned to Sign or
Fingerspell During the Summer Workshop
Number of Words
Student Date 0 10 20 30 40 50 60 70 80 90 100 110 120 130
3
7/10
7/27
4 7/10
7/27
5
7/10
7/27
6 7/10
7/27
8 7/10
7/27
10 7/10
7/27
11 7/10
7/27
14 7/10
7/27
15
7/10
7/27
17
7/10
7/27
18 7/10
7/27
20 7/10
7/27
Participants’
Perceptions
of
the
Usefulness
of
Various
Program
Activities,
Procedures,
and
Materials
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thirteen participants mentioned that the reinforcement system worked
well and kept behavior problems to a minimum. Ten people perceived an
increase in some desirable behavior, such as accuracy of response,
concentration time on a learning task, eye contact, and requests for
more learning activities. An equal number also indicated that the
process of individualizing instruction helped students to better achieve
thelir potential than learning in a large group, partly because they wore
not in direct competition with their peers.
Question VII asked the participants to indicate specific ways that
their behavior as a professional educator would probably be different
in the Fa.ll of 1972, compared to last year as a direct result of par-
ticipating in the Staff Development Program, A number of expected
changes were mentioned by several participants} (l) the use of objec-
tives for individual children (six participants), ( 2 ) the \ise of diag-
nostic testing (six participants), ( 3 ) the use of individualized in-
structional plans (five participants), (4) more use of media (four par-
ticipants), ( 5 ) more systematic use of reinforcement (seven partici-
pants )
,
Participants were also requested to state in Question VII what
reinforcement, other than salary, would best help them to achieve the
changes they listed. Eight participants indicated that administrative
acceptance of their ideas was important, while five others wanted the
materials ar.i equipment necessary to implement certain procedures
learned during the summer. Four stressed the need for NRMCD assistance
in their classrooms. One, two, or three participants indicated a
variety of other reinforcers, and six did not reply to the question.
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Question VIII asked the participants to state the extent to
which they perceived their personal objectives were achieved. Most of
them reported success in accomplishing between 50% and 70% of their
objectives. A comparison of these statements with data on the behavior
of the participants during the workshop revealed a tendency to over
estimate the progress made. This was particularly evident with ob-
jective # 1
, A third of the participants felt they had achieved all
of the dimensions involved. Observation of their performance by the
program staff indicated they still had difficulty in doing several of
the tasks mentioned in the sub-objectives. One explanation is that
many of the objectives did not contain the conditions and/or a cri-
terion level of success. Thus, they were not specific enough to clearly
indicate to the participants if an objective had been achieved. The
absence of specific criteria for judgment increased the possibility of
a wider degree of interpretation.
Question IX asked the participants which aspects of the program
should be retained, added and deleted. Six aspects that should be
retained were mentioned by four or more people 1 (l) functional areas
and functional area co-ordinators (six participants); (2) a reinforce-
ment room (four participants); (3) the presence of children during
training (nine participants); (4 ) seminars and small group meetings
(four participants); (5) a set of objectives for each individual (four
participants); and (6) the focus on the process of instructional tech-
nology (five participants).
A large number of suggested additions were offered, but only by
one or two people. Only two items were mentioned by three or four people.
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One was the need to spend more time orienting the teachers to the in-
structional process used during the summer. The second was the need to
provide time for analysis and reflection after the students depart.
In discussing items that should be deleted, four participants
mentioned less paperwork, while three felt less time should be spent
in developing an individualised set of objectives for each participant.
A number of deletions were suggested by only one or two people, while
seven part icips.nts made no comments.
Question X asked the participants to summarise their feelings
about the program in one or two sentences. All the participants
responded favorably, and indicated various skills or knowledge they
gained from their participation. Several felt this was among the best
in-service activities they had attended. Many wanted the program to
continue for a longer period of time. Appendix XVII contains the com-
plete verbatim comments of the participants to this question.
Summary, Prior to their involvement in the Staff Development
Program, only two of the twenty-three participating teachers were
attempting to use systematic instructional planning and management
procedures. During the summer workshop, a large percentage of the
teachers were using these systematic procedures, which included:
(l) determining student learning needs through extensive diagnostic
testing; (2) developing measurable student objectives based on this
information; (3) selecting materials and learning tasks for individual
students relevant to their learning objectives; (4) maintaining daily
records of student performance; and ( 5 ) reinforcing, on a consistent
basis, desirable student behavior. At the end of the workshop, teachers
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expressed the desire to use these planning and management techniques
upon returning to their classrooms in September of 1972,
Limited data on their performance during the Fall indicated that
the American School teachers, with the backing of the Lower School
administration, were using; and assisting others not in the program, to
utilize the first three of the above mentioned procedures. These
teachers were planning to use the last two procedures more often after
they had succeeded in implementing instructional objectives in their
classes. Participants from the Springfield schools varied in their use
of these procedures. While three had made noticeable efforts to
utilize all of these procedures, three others expressed the concern
that they were unable to implement any of the procedures because of
limited time and the type of students they were assigned.
Participants' utilization of media in the instructional process
did increase slightly during the summer workshop, compared to their
reported use of media the previous school year. The large majority of
the participants stated that they learned some new applications of
several media, and gained the ability to operate one or two pieces of
equipment. Changes in the participants' qualitative use of media were
not extensively measured. Functional area co-ordinators reported when
observing students on different occasions that the learning tasks and
materials used by students were appropriate most of the time for the
objectives they were to attain. This would indicate that teachers were
basing their choice of media on the learning needs of individual
children.
Data on student behavior indicated teacher ability to create a
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learning situation where students were actively responding on an
average of 70% of the tine that they were observed by a functional
area co-ordinator in an instructional setting. This percentage of
active student response compared favorably with the low level of
similar behavior reported by the supervisors for the teachers as a
total group before the program began.
Objectives were established, on the basis of diagnosed need, for
each student to achieve during the summer workshop. Approximately 80%
of these objectives were met by the students as a total group. Seven-
teen of the twenty-eight students accomplished at least 80% of their
objectives. Examination of a sample of six student records indicated
that the rate of student learning for each subject did improve for one
or more selected tasks. Each student also increased his level of
achievement in two or more subject areas.
SECTION IV
DISCUSSION
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t A review of the research on in-servj.ce education
revealed both a need for staff development programs, and the many short-
comings in existing approaches. One major purpose of this Investigation
was to design an approach to staff development that eliminated these
identified weaknesses. Various procedures and practices which have been
recommended by investigators in the field of teacher education were
included in the program design. Data collected during the study
supports these recommendations. They indicate both the importance and
feasibility, from a trainers point of view, of including these reco-
mmended elements in any design for staff development. This conclusion
requires further elaboration.
This study supports the findings of DeCarlo and Cleland (1968),
Shannon (1969 ), and others that staff development programs should pro-
vide for individiial differences among teachers. In the present inves-
tigation, each participant compiled a personalized set of objectives to
achieve during the program. Except for instructing students, they could
choose among alternative learning activities. Examination of their
choices revealed the varying emphasis that was placed on different
program components. Some teachers were concerned with the maintenance
of discipline, while others stressed th( diagnosis of student learning
needs. Several indicated that the development of specific instructional
materials was an important personal objective, A highly structured
program that was not individualized, and required similar objectives
and activities for all participants would have been inappropriate to
their individual needs. Therefore, staff development programs must
blend the expectations of teacher trainers with alternative choices
for the participants.
Based on the results of several studies, the program design
included certain elements pertaining to the setting and conditions
under which staff development programs are conducted. Participation in
the program was on a voluntary basis and occurred, in part, on a
released time basis. The learning and practice of specific teaching
skills took place in a classroom setting, with the presence of children.
Several desired teaching behaviors were demonstrated by example, and
modeled by the program staff rather than just being verbally described.
No empirically derived data was collected on whether or not the in-
clusion of any of these elements was crucial to promoting change in
participant behavior. Some support for including these elements in a
program design for staff development was provided by the participants
in their program evaluation form. All of them were mentioned by many
of the participants as very helpful to their professional growth, and
as desirable to include in future program' implementations.
Two elements were incorporated into the program design in order
to increase the probability that the skills learned by a participant in
the training phase were used later on in his classroom. First, as
suggested by Hrivank (1970), Lamar ( 1966 ), and McCracken (1968 ), follow-
up assistance was provided by program staff members to the participants
after the training sessions. Second, on the basis of research by Big-
elow (1969 ), Rubin (1970), and Turner (1970), provision was made for
active involvement of key administrators and other staff members whose
encouragement and active support were necessary for teachers to effec-
tively utilize the skills they had learned. The findings in this study
support these recommendations,
Administrative support of teachers was important to the util-
ization of systematic planning techniques by the participants in the
Fall semester of 1972. Through the active role of the American School
Principal, his participating teachers were implementing several, of the
planning and management techniques learned during the summer. He and
his supervisory staff developed a series of diagnostic tests and
provided assistance to teachers as they used these devices. He asked
all of his teachers to develop terminal objectives for their students
to achieve during the first marking period. He also requested them to
develop enabling objectives for two or three subjects of their choice.
As teachers improved their skills of objective writing, and as more
planning time was made available during the school day, the Principal
expected that enabling objectives would be developed for other subject
areas. He also intended to encourage and develop the teachers' sys-
tematic use of reinforcement, and to focus on the effective utilization
of media in creating learning activities for children as the school
year progressed.
The follow-up assistance provided to the Springfield participants
by the program staff was especially crucial to them in transferring
some of the skills learned in the program to their individual classroom
settings. The support of school principals was not strong nor direct,
due, in part, to their limited involvement in the program. Probably
only two of the Springfield participants would have used the techniques
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learned during the program in their own classes had the NRMCD not
assisted them in the Fall of 1972,
Asher (1967), and Westby-Gib3on (1967), in reviewing the research
on staff development found mainly descriptive reports, which judged the
success of an in-service program primarily on the criterion of teacher
enthusiasm. In accordance with their recommendations, the program
design included a systematic approach to program evaluation based on
operationalized objectives. The intent was to evaluate the effective-
ness of the Staff Development Program in terms of the changes in teacher
behavior and improvements in student learning that occurred as a direct
result of the program. Programs for teachers of the deaf in the area
of instructional technology have not provided for this type of evalu-
ation. The present investigation demonstrates that behavioral objec-
tives can be developed for training programs in instructional tech-
nology, and that instruments can be designed to measure participant
achievement of these program objectives as occurred in this study.
There is still a need, however, after the initial implementation, to
further operationalize some of the program dimensions and goals.
Data from the initial implementation of the Staff Development
Program indicates the feasibility of including the recommended elements
previously described in this approach to staff development. With some
assistance, the participants were able to determine what their in-
service needs were regarding instructionrl technology and media. With
proper planning and allocation of time, in-service trainers can model
behaviors they expect participants to exhibit. The trainers can also
arrange to assist participants to use newly learned skills in their own
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classroom. Administrative leadership and co-operation can he obtained,
and released time for participants can be provided! but, because they
involve school personnel, policy, and potential expenditures of money,
they are not as readily influenced as the other elements by agencies
or trainers outside the school or district.
This investigation sought to design an in-service program on the
basis of recommendations made in the literature on teacher education.
While earlier programs have included some of the recommended procedures,
this is perhaps the first program to include all of these. The data
collected supports both the importance and feasibility of organizing
staff development programs around these recommended elements.
The second purpose of this investigation involved conducting a
trial implementation of the program design. This implementation was
evaluated in terms of changes in certain teacher and student behaviors,
as described in operationalized dimensions of program goals. Analysis
of the data showed that certain changes in teacher classroom behavior
did result from this initial program implementation, A summary and
analysis of these changes follows.
The most extensive changes in teacher behavior during the program
were related to the utilization of instructional technology. Prior to
entering the Staff Development Program, almost all the participating
teachers were not using systematic instructional planning and management
procedures. The teachers' supervisors reported that both teacher in-
ability and a lack of desire to use such procedures were the major
reasons for this situation.
By the end of the summer workshop, almost all of the teachers
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were able to plan instruction as specified in the programs goals. A
random sampling of two student records kept by each teacher during the
last week of the workshop indicated that twenty-one of the twenty-three
teachers had used all of the systematic planning procedures described
in dimension 1.1 with those students that week. Growth in teacher
ability to identify and write a behavioral objective was readily
apparent. Few teachers were writing objectives or could verbally
describe the components of a behavioral objective prior to the start of
the Staff Development Program. During July, 1972, 46$ of the student
terminal objectives written by the teachers contained all three elements
of a behavioral objective, while 86$ contained two of the three elements.
A major question—whether or not this improved ability and desire
on the part of the teachers would affect their classroom performance—
has yet to be fully answered. Initial data on their teaching behavior
in the first two months of the 1972-1973 school year were encouraging.
All of the American School teachers did extensive diagnostic testing,
and on the basis of the results, they developed terminal objectives for
students to accomplish during the first marking period. In the planning
time provided, most teachers were able to write enabling objectives on
a weekly basis only for two or three subject areas. An effort was made
beginning in late October to provide the teachers with sets of behav-
ioral objectives that were previously compiled by other schools. The
results of this action were not known at vhe time this investigation
ended. The administration's expectation was that these objective sets,
as modified by the teachers, would enable them to develop terminal and
enabling objectives for all students in all subject areas.
Limited data show that only half of a sample of six teachers
observed were reinforcing desired student behavior 80% or more of the
tine. All of the teachers visited reported difficulty in keeping a
detailed progress report of student achievement. As they became more
competent and secure in writing objectives, the program staff planned
to assist them to fully implement these procedures in their classes.
Beginning in September, 19?2, three Springfield teachers were
successfully using all the systematic planning and management procedures
they had learned and practiced during the summer workshop. Initially,
the other four die. not do any diagnostic testing. With the assistance
of a staff member, they began to do limited testing in early October,
1972, Plans were made by staff members to continue assisting these
teachers in developing terminal objectives for students and
procedures for daily monitoring of student progress in achieving the
objectives.
Some alterations did occur in the behavior of most participants
concerning the increased use of media in the instructional process;
however, the amount of change was less than expected on all dimensions
of media utilization that were measured. The greatest change noted
related to the increased number of media the participants expected to
I
use upon returning to their classrooms. Sixty percent of the parti-
cipants reported they intended to use at least three media more often
in their teaching in the Fall of 1972 ti.an in the previous Spring
semester. Many of these participants were among the eleven who re-
ported they had learned some new applications of three or more devices
during the summer workshop. About half this number of participants
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reported they had. learned hovr tc operate and use three or more devices
during the same period. About one-third of the participants said they
had not learned to operate any devices they weren't capable of using
before the program began. The number of teachers who reported they
had used different devices regularly for the first time during the
workshop was particularly low. Only seven participants said they used
at least one new device regularly, and only three people indicated this
for three or more devices.
These figures on media utilization during the workshop were un-
expected, for three reasons
»
(l) the potential for extremely expanded
usage of media was present for all of the participants. Nine of the
fifteen media that were of concern to this study were used by only a
few participants on a regular basis before the start of the Staff
Development Program; (2) all of these devices were available to teachers
in every functional area. All functional areas, except for those in
Speech and Following Instruction, had a considerable amount of equip-
ment and materials placed in the room; (3) many resource personnel with
a background in media were available to assist the teachers.
Several reasons can be offered for this lower than expected level
of media use, (l) Participants could determine the extent to which
they wanted to improve their media competencies through their choice
of personal obejctives. The program did not require them to demonstrate
a minimal competence in the operation of media devices, or to use a
certain number of devices during the program. (2) Many participants
who wanted to attend the optional learning activities relating to media
utilization reported informally or in their program evaluation form
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that there was little time available to do this, (3) Some teachers may
have been hesitant to use new media in the presence of their colleagues,
(4) The program staff did not keep a daily tabulation on which available
media teachers were and were not using. This would have provided a
data base from which the staff could have made relevant suggestions
about the use of different media to the participants, ( 5 ) Some of the
media may not have been suitable for individualized instruction (e.g.
the opaque projector and television programs),
A limited amount of time available for participants to achieve
their desired objectives forced them to prioritize their needs. They
chose to emphasize skills related to instructional planning and man-
agement, Learning how to operate more pieces of equipment, or to pro-
duce different types of materials was a secondary consideration. Per-
haps this reflects a wise use of teachers' time. Media specialists
were, and should be, available to do the actual production of materials.
The teacher's role should be to specify clearly what the desired mater-
ial should help students to accomplish. In a similar way, teachers
need not learn the operation of equipment they do not intend to use in
the immediate future. Without continuous practice they would soon
forget most of the procedural details of operation. In view of these
considerations, one can question whether staff development programs in
technology and media should stress materials production, equipment
operation, and the quantity of media utixized. The teachers in this
investigation decided that these areas were less important than learning
to select and utilize media effectively when planning and managing
instruction.
130
The extent to which the participants utilized media effectively
was measured by how appropriate a particular material was when used to
assist an individual student to achieve a certain. oh jective, Appro-
priateness of use was determined by the functional area co-ordinators
when observing students in an instructional setting. On this basis,
almost all the pa.rticipants were utilizing the media they did use
effectively. This study was limited, however, in the number of cri-
teria employed to measure effective media utilization. Also, no data
was obtained on any criteria related to effective utilization of media
in each participant's own classroom before and after the Staff Devel-
opment Program,
A review of the research on staff development showed that few in-
service programs have been evaluated in terms of the changes that
occurred in the participants' classroom teaching behavior. Considering
this situation, the program described in this study can be regarded as
important in demonstrating that a majority of the participants have
been able and willing to transfer several of the skills learned during
training to their own classroom settings. While they are not yet using
all of the systematic planning and management procedures described in
program dimensions 1.1 and 1.2, efforts are continuing by key admin-
istrators and the program staff to achieve this goal.
None of the participants were involved in any other experiences
during 1972 that focused on the same teaching skills involved in this
investigation. This is one indication that the changes in a partici-
pant's ability and desire to use media and systematic instructional
planning and management procedures as previously described were
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to the NRMCD Staff* Development Program,
While measuring change in teacher behavior should be an important
goal of staff development programs, efforts must be made to demonstrate
that such changes positively effect the learning of students. This
investigation did collect data on student learning that occurred as
the participants applied the teaching skills learned in the program.
Improvement in various behaviors was exhibited by almost all the stu-
dents during the three weeks that they received instruction from the
teachers. This provides evidence that the teachers' use of the sys-
tematic instructional planning and management procedures specifically
taught in this Staff Development Program was affecting the learning of
students in desired ways. Showing a connection between teacher be-
havior and student learning has been a major accomplishment of this
study.
Three limitations to this investigation regarding the relation-
ship between the Staff Development Program and student learning need
to be mentioned. First, no attempt was made to determine if similar
progress could be made by the students or a similar group of students
with other teaching procedures. Second, precisely what specific
elements in the Staff Development Program were causing the changes in
student behavior were not determined. Third, nc comparison was made
of the performance of each participant's students before and after the
participant was involved In the program.
The data collected indicate that certain specified changes did
occur in the behavior of the participating teachers. In applying newly
learned skills, they were able to bring about desired changes in student
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behavior. These accomplishments occurred even though all of the program
dimensions were not achieved. In some cases, dimensions 1,2, 1,6, and
1.8, the expected criterion levels or the conditions of performance
may have been too high or unrealistic. This possibility does exist in
a trial demonstration, when decisions must often be made cn insufficient
data. The results of the experimental program have provided a suitable
data base for making recommendations regarding the design and future
implementation of the approach to staff development described in this
investigation.
Recommendations
.
(l) The basic design elements should be maintained; however,
some changes should be made in the way certain of these elements are
implemented. First, each teacher ought to have a set of personal pro-
gram objectives which reflects their professional needs in the area of
instructional technology and media, as perceived by both the individual
teacher and the program staff. During the planning of the Staff Devel-
opment Pregram, the intention of the workshop staff was to have each
teacher select particular objectives to achieve. As the program pro-
gressed, the participants were required by the program to perform certain
tasks related to implementing instruction with students, besides working
on the objectives they had chosen. As a result, many participants did
not have enough time to complete all they intended to accomplish. To
avoid this situation in the future, the program staff, which has some
expectations regarding participant use of technology and media, need to
make these explicit, in the form of expected performance objectives, at
the beginning of the program.. These objectives would be subject to
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negotiation on an individual basis. Participants would also be able
to select or develop additional objectives which reflect other needs
and interests related to instructional technology and media.
Second, the process of instructional technology should continue
to be a major content focus of the program. However, certain changes
could be made in the way the participants learn the skills involved.
Following an overview of specific steps included in the process, they
could learn and practice each step separately, in sequence, perhaps in
their own classroom settings. These steps would include: (l) the use
of diagnostic testing; (2) the development of behavioral objectives;
(3) the selection of learning activities appropriate to student ob-
jectives; (4) the effective utilization of media; ( 5 ) the use of
systematic reinforcement procedures; (6) the monitoring of student
achievement; (?) the planning of instruction based on student per-
formance, The participants could meet with the program staff and
other participants the equivalent of one day per week in their school
to learn these skills and practice implementing a particular technique
or procedure during the week. After having spent twelve to fifteen
weeks learning to use each step of the process, a new setting could be
created, similar to the summer workshop, where they would use all of
the procedures together, with other teachers and a separate group of
students.
Third, the use of a school setting for training, with the presence
of handicapped children, should be maintained. Conducting the program
exclusively, or to a large extent, on a released time basis, should be
considered for the following reasons: (l) this would enable the par-
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ticipants to learn and practice each of the various planning and man-
agement skills separately; ( 2 ) extended use of released time would also
foster an attitude among teachers and administrators that staff devel-
opment should be integrated into and become a natural part of the
regular school day. By using students from a conjunctive teacher
training program, the cost of the Staff Development Program could be
lowered by eliminating the need for participant stipends in the summer.
During the initial implementation, much of the released time was used
for compiling a personal set of objectives for each participant. This
could be done much more quickly in the future, probably in a few hours.
Then the released time could be spent almost exclusively in training
teachers to use instructional technology and media.
(2) The program staff should model the approach to instruc-
tional technology taught to the participants. The latter would actually
follow the same processes and procedures in their own learning that
they would use with their students. This was done to some extent, but
improvement can be made in several areas.
First, all the program goals and dimensions, and any objectives
developed by the participants should be fully operationalized. This
would enable the staff and the participants to know which participant
objectives and program goals had been accomplished. Second, extensive
baseline data should be collected at the start of the program relative
to each teacher's utilization of instructional technology and media as
described in the operationalized dimensions of program goals. This
data could be collected through 1 (l) observation of teacher classroom
behavior and student response; (2) examination of teacher records and
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plans j and (3) assessment of participant verbal fluency and skill at
producing materials and operating equipment. Additional data should
be collected on the performance of students, and compared with similar
data obtained after the teacher has completed the training phase of the
program. Third, appropriate learning materials should be listed along
with each objective compiled by the training center. Fourth, a series
of learning contracts should be developed with each participant stating
what he is to do, what materials would be used, and the reinforcement
he would receive. Fifth, participant progress in achieving their ob-
jectives should be monitored more carefully throughout the total pro-
gram, including the follow-up phase. Data should be kept on a daily,
or at least weekly basis, depending on the objective involved,
(3) The NRMCD should develop a long range plan for offering a
staff development program to all of the residential schools for the
deaf in its region. By working with two schools per year, the Center
could serve all of these schools over the next six years. Since teacher
improvement should be a continuous process, the cycle could begin again
after the program was implemented once in each school. This would
enable the Center to incorporate new developments related to instruc-
tional technology and media into the program when it was offered to a
school for the second time.
The program would be implemented in three phases 1 (l) planning,
(2) training, and (3) follow-up. Each phase would last one
semester.
In any one semester, the NRMCD would be working with three schools, one
1
in each phase of the program. As a school finished the follow-up phase,
a new school would begin in its place the next semester, starting in
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the planning phase,
(*0 This study has made a limited attempt, based upon partici-
pants' perceptions of the program, to measure what effect the inclusion
of several major elements included in the program design had on causing
the reported changes in teacher behavior. More extensive research
needs to be done on determining the relative importance the various
program design elements have to one another as a stimulus to teacher
change,
There is a need for effective staff development programs that can
produce desired changes in teacher classroom behavior, and ultimately
effect the quality of student learning in positive ways. Data col-
lected in this study offer evidence that these goals were achieved
with a particular group of teachers and students, and that a viable
approach to staff development has been created which, with suggested
changes, should be explored for further use.
Other considerations. For far too long, teachers have been
accused of preventing needed changes in our educational institutions.
The slow progress in improving our schools is caused, in part, by the
ineffectiveness of our training procedures (Rubin, 1970 ; Silberman,
1970), This investigation has provided some indication that teachers
do respond favorably to learning new skills and using new techniques in
their classes if the appropriate reinforcers are provided to foster
their growth, The following procedures and conditions can serve as
appropriate reinforcers, and should be used by teacher trainers when
creating and implementing staff development programs,
(1) The benefits of using a particular skill or technique must
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be made readily apparent. Probably the best means to convince teachers
of the potential benefit of a certain method or material is to demon-
strate its value with them or their students. Seeing tangible results
is more likely to spark a desire to change than reading a book or
hearing a lecture.
(2) Teachers need to be provided with support, in their efforts
to improve their professional competence. The learning of a new tech-
nique can be uncomfortable and lead to frustration and disappointment.
As occurred in this investigation, teachers often require repeated
encouragement from a colleague or a member of the training staff that
they trust and can communicate with easily. To meet the need to feel
successful, teachers should have concrete evidence of Drogress that
they are making towards learning a desired skill. The use of instruc-
tional technology as described, in this study, can provide the contin-
uous data that is necessary to demonstrate this progress,
(3) Staff development programs should occur as part of the
teachers' regular work day, and be conducted both on a released time
basis and in the teachers' daily environment—the classroom. Doing
this should assist educators to view staff development activities as a
natural, continuous, and neccissary component of their professional life.
Having a positive attitude towards the concept of in-service education
should encourage teachers to find or develop a variety of activities
relative to their needs and interests, L number of arrangements are
possible for providing released time for teachers. Students from a
collateral teacher training program could be involved in a supervised
practicum or short term teaching experience. If this is not possible.
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one teacher could supervise three cr four other classes in a special
activity, assisted by para-professionals or trained parent volunteers.
Other alternatives include hiring professional substitutes, or re-
leasing students from school early once a month or more.
(4) Teachers should have an important part in creating staff
development programs. Their participation can help to ensure that
program objectives and learning activities do meet the needs and
interests of the people involved. To help achieve this goal, each of
the participants should develop a contract indicating what tea.ching
skills they want to further develop or gain, and with what minimum
level of performance they will be satisfied. Many teachers will have
difficulty in doing this and will need assistance. Except in certain
circumstances, the temptation to tell teachers directly what they need
should be avoided, and any expectations of teacher performance that
trainers have should be negotiable with the participants on an indi-
vidual basis. As a logical extension of determining their own learning
needs, teachers shou3.d be encouraged to seek assistance from their
colleagues and members of the training staff who can help them achieve
their goals. Administrators and trainers should not Impose an in-
flexible series of learning activities on them. Only as teachers
become self-directed learners can we expect that their students will
be encouraged and assisted to do the same.
Instructional technology can provide a means for enabling chil-
dren and adults to become successful learners. Some critics claim that
instructional technology is mechanistic, and that its use robs all Oi
the joy and excitement out of learning. They forget that instructional
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technology is only a set of procedures—a process—and its effective
implementation depends upon those who use it. A challenge for teacher
trainers is to create staff development programs that enable teachers
to utilise technology as the powerful, yet flexible teaching tool it
can be. When effectively planned for and managed, technology can
provide a means for achieving many of the needed improvements in our
nation’s schools.
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1 APPENDIX I
NORTHEAST REGIONAL MEDIA CENTER FOR THE DEAF, University of
PARTICIPANT INFORMATION QUESTIONNAIRE
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Massachusetts
Note: Type or print. Answer each item completely,
does not apply to you.
Write "none" where question
I. PERSONAL DATA
Name: Mr. Mrs. Miss
Last
Home Address:
First
City
Middle
Home Phone: Area Code
Social Security Number
State Zip
Date of Birth
Are you a citizen of the United States? Yes Q No Q
If not a citizen, give immigration status:
Place of Birth
____
Marital status: Single Q Married Q
(Includes
Widowed &
Sex: Male Q Female | j
Number of Dependents
(Exclude yourself)
Divorced)
Hearing: Normal
| j
Moderate Loss Q Severely or Profoundly Deaf Q
Manual Communication Skill: Fluent Elementary £]
II. EDUCATIONAL BACKGROUND
College Attended Dates
From To
Degree Major Minor
3.
1
2.
3.
4.
Courses and credits in media and/or audiovisual:
Course Number of Credits
1 .
2.
3.
Workshops and short-term training in media and audiovisual:
Dates
1
.
2
.
3.
Member of -rofession tl Organizations:
1
.
2
.
3.
Dates
4.
5.
6
.
4.
5.
6 .
(continue on back)
III. PROFESSIONAL BACKGROUND 151
Years of Teaching Experience: Total
Education of the Handicapped: Total
Type of Certification: / / CESD, Other
Grade Level:
.years.
years.
Title
Name of School:
School Address:
School Phone: Area Code:
City_ State Zip
Previous Teaching Experience:
SCHOOL YEAR TO YEAR GRADE LEVEL
1.
2.
3.
4.
5.
Please return this questionnaire to:
Dr. Raymond Wyman, Director
NORTHEAST REGIONAL MEDIA CENTER
FOR THE DEAF
University of Massachusetts
Thompson Hall
Amherst, Massachusetts 01002
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Name t
APPENDIX II
List of Participant Objectives
The following list of objectives has been developed from
information obtained from our retreat, our two sessions of opera-
tionalising goals, and a personal interview with almost every
participant. Please check (/) those objectives that most relate
to your needs which you wa.nt to achieve as a result of this pro-
gram. Note that some objectives are broken down into sub-objec-
tives. It is not necessary to check the sub-objectives if you
choose the broader objective to achieve. However, you may want
to choose some sub-objectives without wanting to achieve the
broader objective.
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I. Can effectively aprly classroom management technicues in
classroom, and analyze results of these procedures.
your own
1.
Will acquire verbal and written fluency in behavior
• ification principles.
mod-
2. Can Identify and write behavioral objectives and perfonr.ar.ee
criteria,
3. Can observe and systematically record behavior.
Given specific classroom problem or task, can solve cr
arrange remedial program.
5. Does task analysis and objective writing in selected edu-
cational area.
6, Can individualize instructional contingencies to a point
where independent work is possible,
II. Design and produce a set of materials designed to achieve a
specified objective (s),
1.
Identify a general plan of operation to be used in ap-
proaching the design problem.
2. Identify problem area and target audience.
3. Formulate general objectives, evaluation procedures, and
operational budget,
4. Translate general objectives into specific behavioral
objectives,
5. With colleagues and NFMCD staff, develop tentative step-
by-design procedures.
.
6. Describe techniques of instruction to be used.
7, Select key ideas to be mediated.
8, Identify media to be employed.
9, Develop production story board, outlining visuals and
accompanying sound.
10, Determine and describe specific physical requirements for
materials, (i.e, length, sound or silent, black and white,
or color, size of lettering, type of lettering).
11, Produce material or have it produced according to specified
t
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standards,
12. Conduct and analyze field tests of the instructional strategy.
13» Revise on basis of field-test results.
Make Material available to other teachers,
III, Determine through a survey of teachers and/or administrators to
vihat extent different types of media (materials and equipment) are
used in a school or a school system, and what the major reasons
are for the limited or large use of certain media,
IV, Design a plan to promote the utilization of media among Spring-
field teachers and students, particularly those serving handi-
capped students,
V, Develop a list cf at least twenty-five commercially available
materials on a given topic within one hour using at least three
different sources of information,
VI, Identify problems involved in getting teachers to use materials
more effectively,
VII, Using a specific situation, develop specific procedures to over-
come negative or hesitant attitudes of teachers towards using
nonprint materials and equipment in structuring learning capa-
bilities for children,
VIII, Given the necessary raw materials and equipment, plan and prepare
the following checked (v) instructional., materials, according to
the specifications indicated.,
1, At least three transparencies, using three different methods:
Colorlift
Thermofax
Diazo
Pressux'e sensitive materials
Pen and ink on treated plastic
2, At least three mounted pictures using any or all of the
following techniques:
wet mounting (rubber cement)
dry mounting
Laminating
3, A display of at least three pictures using three different
methods
,
4, A poster, chart, or bulletin board using at least two of the
follo>ring lettering devices
:
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speedball pens
cardboard cutouts
paper cutouts
rubber stampes
cardboard stencils
lettering guides such as Wricopring Lettering sets
mechanical devices such as Leroy lettering sets
pressure sensitive transfer letters
5. At least five slides, using the KOKAK visual malcer the
colorlift method, and writing on slides,
6, A reel to reel, or cassette, of at least three minutes
duration using three different inputs:
microphone
record player
another tape recorder
7 , A video tape recording of at least five minutes duration,
8. An 8mm motion picture of at least one minutes duration that
incorporates at least three of the following techniques:
panning high angle or low angle shot
tilting objective and subjective scene
zooming providing continuity
long shot tilting
medium shot slow-motion
close-up pictures animation
IX, Using any or all of these materials, plan and produce an instruc-
tional presentation designed to teach a specified objective,.
( The librarians can use this objective to construct a demon-
stration or display for showing various uses of different media).
X, Obtain a list of what AV materials and equipment are available in
libraries and AV Center for his use in class.
XI, List and discuss at least six environmental variables requiring
attention when utilizing media equipment,
XII, Compare the strengths and limitations inherent in the types of
equipment listed below:
16mm picture projector, auto and manual.
8mm picture projector, reel to reel, and cartridge
filmstrip projector
slide projectors (two types)
opaque projector
overhead projector
tape recorder, reel to reel, and cassette
record players
reproduction equipment
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XJTI,
XIV.
XV.
XVI.
XVII,
XVIII.
XIX,
duplicating equipment
videotape recorders and TV sets
J. T
the equipment
Success fuily operate one make of each type of equipment, checkedoff below. The operation should involve unpacking, setting ud
utilizing a short segment of material, and reoackin^
according to the standards given with instructions
j
16mm picture projector, auto and manual
8mm picture projector, reel to reel,- and cartridge
filmstrip projector
slide projectors (two types)
opaque projector
overhead, projector
tape recorder
record players,
reproduction equipment
duplicating equipment
videotape recorders and TV sets
Perfor?: simple troubleshooting steps so as to be able to locate
the causes of problems, and deal with them appropriately (i.e,
pulled plugs, switches incorrectly set, lamps needing replacement,
etc. ),
Obtain Pictures from fre<* sources pertaining to certain curri-
culum areas, and build a file cf pictures related to curriculum
objectives.
Examine at least three units in the Project Life Materials, use at
least one of the units, and evaluate appropriateness for achieving
certain objectives with specific children, according to criteria
that are previously stated.
Construct a diagnostic profile for each child in class for at
least one subject area.
1, Identify what specific learner apptitudes and abilities
in a particular academic area should be (such as reading,
mathematics, etc,),
2, Examine at least three tests or measuring instruments that
are commercially available for diagnosing the specified
apptitudes and abilities of students.
Develop and/or implement a program' to allow students to partici-
pate in the production and/or utilization of media for classroom
use.
Using a contingency contracting system, design and implement a
series of instructional plans for particular students.
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. p^ixh:r/edctni;sea:trensths and «“ta— -
2. Select objectives for
nay do this himself.
i-he student to achieve. The student
3 .
5 .
Choose materials and learning
particular student objective.
activities appropriate for a
Monitor student progress towards achieving the objective.
Reinforce desired student behavior.
XX. *n individualized learning environment in the classroom
_or a particular time period or topic area.
1
.
2
.
3 .
Identify in writing, the interrelated management rroblemsinvolved in operating an individualized learning classroom.
Order these problems in a hierarchy of importance and surgestpossible ways of meeting or eliminating them.
Identify, in writing, any changes necessary within the
school, but outside the classroom, in order to produce the
classroom structure necessary for individualization.
XXI, Describe in writing, a stated number of classroom uses for each
of the following types of media*
16mm projector and films
8nm projector and films
filmstrip projector and filmstrips
slide projectors and slides
overhead projector and transparencies
tape recorder
opaque projector
pictures and prints
videotape recorders
reproduction equipment
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APPENDIX III
List of NRMCD Materials and Equipment at American School
Quantity Description
10
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
2
1
2
5
1
1
1
Speech Mask
TV Monitor # IOO56
TV Monitor # 12178
Port A Pak # 20559
Sony Recorder # 53786
AV - 3600
Camera Adaptor # 13642
CMA - 1
Kodak # 05470
MFS - 8
Sony Camera # 28520
Grip (pistol)
Lens to Camera (sony)
Sony AC Adaptor
Cord - for Port A Pak to Monitor
Cord - for AC 3600 to Monitor
Cord (Power) for 3600
Cabinet and film strips
8mm Kodak Instamatic Ml09
16mm Bell & Howell Auto Load Model
# 209056
16mm Singer Graflex Insta-Load
# 1170Z00255
Bell & Howell Film Strip Projectbr
with Remote- Model Auto Load
# 0C98053
Standard Film Strip Proj. Model750
Automatic with Remote & Gate
# 3027
Newcomb Record Player # 420767
Wollensak #M Cassette Model 2620AV
Kodak Carousel Model AV900
Kodak Carousel Model AF-2
E K T A Graphic Visual Maker
Ser. # 852183
Ser. # 844674
Tapes and Battery
Screen (Anti Keystone)
Primer Typewriter
Diazo Printer
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List of Selected ^Albany SEIKO Materials at the African School
Description
Unilock plastic word making letters
Tachist-o-flasher
61 lab0rato^ IIa Hb. Parker
Educational lok—letters
Reading readiness skill starters, CerfSyponym poster cards, Milton Bradley
Illustrated verbs
Corp
*- Modern English, spelling rulesDolch, Edward, Ph. D.
,
Who gets It
S
Consonant pictures; for peg board
Conyers, Pronoun parade worksheets
Seuss, Dr., The cat in the hat
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APPENDIX IV
MODULE FOR OPERATIONALIZING NRMCD
TASK AREA GOALS
Joseph S. Alen
Northeast Regional Media Center
for the Deaf
Amherst, Massachusetts
March
,
1972
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PREFACE
This module is designed for use by NRMCD Task Group members. Its
language and structure are based upon these particular people, the Center’s
internal style of operation and previous information dissemination. Therefore,
it presupposes commitment, consensus and an understanding of certain
fundamental precepts upon which this process is based. In view of this,
caution should be exercised before attempting to use this module for other
decision-makers
.
INTRODUCTION
162
The process which you are about to undertake is based in part upon a
procedure known as, "The Operationalization of Fuzzy Concepts," invented by
Dr. Thomas E. Hutchinson (Hutchinson & Benedict, 1970; Coffing et al
, 1971)
at the Center for- Educational Research, School of Education, University of
_
Massachusetts. Variations of this procedure have been used successfully
with numerous decision-makers, including some at high levels of authority;
therefore, experientially you'll be in good company. However, there are
bound to be problems and objections, since no process really approaches
perfection. The following comments are an attempt to short-circuit some of
those problems, to raise issues before they arise so that by anticipation
we may be able to prevent their occurrence or at least minimize their negative
impact.
Relevancy . The approach to project planning, teaching, and education in
general, characterized by the development of behavioral objectives is often
criticized for its irrelevance fo anything the project or the teacher does.
Workshops or conferences which purport to teach people how to write behavioral
objectives do exactly that and little more . The teacher or educator becomes
expert at writing behavioral objectives. Upon return to the project or the
classroom, the techniques which were learned at the workshop are set aside and the
teacher or educator proceeds as before. When asked, why do they not use
behavioral objectives in their everyday affairs, the responses generally
elicited are: "Because I want to do more than just accomplish the behavioral
objectives which I have written." "Because it would take too much time, and
I cou'dn't possibly write behavioral objectives for everything I want to do."
Thus, despite the fact that people are able to learn a high degree of proficiency
in writing behavioral objectives, there has been little effort devoted to the
actual implementation of those skills. The problem, then, is one of assuring
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the relevancy of behavioral objectives to the broad goals and intents [both
conscious and unconscious] which people have with respect to their projects,
classrooms, etc. Therefore, any approach which simply teaches the technique
of writing behavioral objectives cannot guarantee a successful implementation
of those skills at the working level. The procedures which we will be utilizing
begin with the broad goals and intents which individuals have for their
task area and will seek to systematically elicit behavioral and operationalized
objectives from those broad goals and intents, thereby insuring relevancy to
whatever it is that they wish to accomplish. The process of deriving
operationalized objectives is the critical distinction between operationalized
objectives and behavioral objectives. One of the pages of this module contains
definitions and tests of completeness for operationalized objectives.
Time . A frequent objection to the process which we will be utilizing is
that it takes too much time in order to arrive at operationalized objectives.
Yes, it does take time. However, in a matter of a few weeks, we will be
attempting to accomplish approximately 80% of the planning which a project
normally does in a course of a full year of functioning. The remaining
20% will be an ongoing revision process as we obtain data on the success of
the operation. Placed in this context, we will in fact be saving time.
Thought . Another objection which frequently arises, though it is not
often verbalized, is that this process requires a good deal of hard thought.
Again, that's true. However, if we do not refine our plans down to the
operationalized level, we will not be effectively communicating with ourselves;
we will not specifically know where it is that we are going; we will not know
when we have gotten wherever it is we choose to be; and we will not be complying
vith the demand from Washington for evaluation.
- 2-
164
Despite the fact that there will be significant and major problems with
the procedures to he utilised. I ash that yo„ heap an open wind and make an
honest attempt to help the process work. for what it's worth. I have full faith
in these procedures-! have seen them achieve remarkable results.
- 3-
INSTRUCTIONS
l$5
Please do not read ahead of any given step in this module. Finish
each step completely and then please follow the continuation instructions
in parentheses at the lower portion of each page. Some of the steps are
completed individually, while others are accomplished as a group process.
NAME OF THIS TASK GROUP:
MEMBER'S NAME:
DATE:
- 4-
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STEP 1
Without attempting to be too precise or specific, individually, please
list all your major goals for this task area. What is sought is a finite
list of your intents for this area. Don't bother trying to specify these
goals in behavioral terms; we are looking for broad, overall goals that
you have for this task area. It is likely that your list will range between
5 and 20 broad goals.
(After completing this step, please stop until the entire group has completed
Step 1. While waiting for others to finish, please review your major goals
for clarity, completeness, etc. When everyone has completed this step, proceed
to Step 2.)
16?
STEP 2
As a group, you should discuss everyone's list of goals in order to
arrive at a consensus for one list which will represent the group’s major
goals for the task area. Most groups generally produce between 5 and 12 major
goals. Once a set of goals have been discussed and selected, the group should
prioritize that list. The precise mechanics of how you do any of the above
are left up to the group, so long as a workable consensus is achieved.
TASK GftDUP’S MAJOR GOALS IN PRIORITY ORDER
1
.
2
.
3
.
_
4
.
.
5
.
6
.
8 .
9 .
10 .
11 .
12 .
(
(After this group has completed a prioritized list, proceed to Step 3.)
-6-
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STEP 3
Again working individually, on the form provided on page 8, please write
the number one priority goal for this task group. Think about that goal
and what it really means to you. I now ask that for a brief period of time,
you become a magician, a genie, a seer. By virtue of your magic wand, snapping
fingers, and crystal ball (or CRT if you prefer more realism), you are able to
conjure up a scene. This scene is a very detailed and realistic one, with
people, action, furniture, relationships, buildings, etc., etc. Real people
are interacting in a real environment and producing real results. The scene
takes place in the misty future. It is a scene in which the goal stated on
your paper has been accomplished in the best possible manner. You have achieved
everything necessary in order to bring about completion of this goal. Please
immerse yourself in this scene and examine it in fine detail; look at everything
that is happening that tells you that this goal has been fully accomplished.
In order to test the scene you have conjured up, examine whether or not
there are handicapped children in the scene. That is what NRMCD is all about.
We have no stake in merely promoting the use of media; rather we want to help
the handicapped. Therefore, the ultimate accomplishment of our goals should
focus on handicapped children. I'm not telling you to change your scene , just
clarify your own thoughts as to what kind of meaning you really ascribe to
this particular goal. If you still have difficulty in getting handicapped
kids into your scene, then go ahead anyway because you are going to produce
important and relevant dimensions regardless.
Now, # in a list of short phrases (not paragraph style), describe that scene
on paper with as much detail and realism as possible; tell me what is in that
scene, what is happening that assures you that this goal has been fully
- 7-
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accomplished. What is not sought is a listing of things which must be done
in order to achieve that goal - rather what we want is a scene in which all
the necessary things have been done and the goal has already been achieved.
\
(When you have exhausted this hypothetical scene, proceed to Step 4
individually.
)
-8-
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MAJOR GOAL:
DIMENSIONS
a.
b.
c.
d.
e.
f.
g.
h.
i.
j.
k.
l .
m.
n.
o.
P.
q-
r.
»
s. L
t.
u.
(If you need more space, please continue on the back of this page.)
-9-
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STEP 4
I now ask that you create another hypothetical situation in the same
manner as you did in Step 3. In this scene, however, your task group has
failed miserably; in all probability you will all be fired. You have not even
eome close to achieving this goal, and have in fact achieved negative results.
Again, this should be a very real and detailed scene. Please describe by a
list of short statements what it is in this scene that tells you that your
task group didn’t achieve this goal. Please do not bother to restate negatives
of the positive dimensions you cited in Step 3.
NEGATIVE DIMENSIONS
a.
b.
c
.
d.
e.
f.
g-
h.
i.
j.
k.
(If you need more space, please continue on the back of this page.)
#
(Stop. Please wait until the entire group has finished this step. When the
entire group has finished, proceed as a group to Step 5.)
-10-
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STEP 5
If you now examine what you have written, it should be clear that the
raegative dimensions can be rewritten so that they are simply additional
positive dimensions, providing your individual meaning for the major goal
with which you are working. However, people’s ideas and meanings change
as tome progresses, and we are examining meanings for one point in time.
Therefore, it is essential that as many stimuli to thought be used as possible
for one point in time. You are now going to act as stimuli for each other.
Each of you should read his/her list to the others. As a list is being read,
you, as listener, should see if any of the dimensions being read are ones which
you would like to add to your list... or do they make you think of another
dimension which you don't have... or are they not relevant to your list. The
reader is simply providing you with additional input, which you may accept or
reject as you please. Again, the purpose of this step is not to convince anyone
of the virtue of anyone else’s dimensions. It is your individual meanings,
perceptions and dimensions of the major goal that count; and each of us
perceives a different meaning for any given goal. Therefore, if you wish to
add any pf the reader's dimensions to your list, please do so, or if you think
of any new dimensions, please add them to your list. However, if you reject
a dimension which has been read as irrelevant or can think of no new ones,
then simply do nothing.
(After the group has com{Jeted this step, proceed individually to Step 6.)
-11-
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The ultimate goal of this process is to obtain operationalized objectives
from our major goal or intent for the task area. You should now examine all
your listed dimensions and star the ones which are not yet operationally
(defined,. definitions pins tests of completeness for operationalization
are listed below..
1- "'A (definition of a word (or objective) by describing the operations or
1 ^ e
s
of the referent——what it does in contrast to what it is—
—
aor by describing the operations which may be performed with it or by
the .purposes for which it may be used. Particulars are operationally
(defined when the uses made of particular things or the activities of a
^particular person are enumerated, in contrast to defining universals
(operationally by enumerating the uses of a class of things or of a
(distinct class of persons." (Borsodi, 1967).
2. "The technique systematically provides for generating
components out of a decision-maker’s intentions for the
jproject..'" ((benedict, et al, 1970.)
3- Test of completeness for operationalization: Examine each component
and ask:
"tean 1 ©bsierve it directly? Anything which cannot be observed
(directly is still considered not operationalized and needs
tto be broken down further.
©bservable things:: Things which can be some way quantified, e.g.
counting, numbering, timing, clocking.
Bton-aabservable'4 Things which two different observers will record
differently, e.g. 'understanding', 'satisfied',
"learning', all of these are non-observable or
(measurable directly." (Benedict, et al, 1970.)
The (flistimctikm between an operationalized objective or statement and
a behavioral adjective is the manner in which it is derived. If one were
ttc take an cperational objective and compare it to a behavioral objective
amri to discount any procedure for arriving at that objective they would both
Inok alike. We will be focusing upon operationalized objectives as opposed
to 1 objectives because the question of derivation is a crucial one
amd strikes at the heart of the quality and validity of the objectives
themselves.
0*rnoe£ed individually to Step 7) .
- 12-
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STEP 7
(read through this step completely before proceeding with ANY task
.
)
It is likely that many of your dimensions are still relatively vague
and "fuzzy." For each dimension that is still not operationally stated,
you will have to proceed with Steps 3, 4, & 5 again.' And it is usually at
this point that
-the screaming and objections begin. First of all, if you
think that there are too many dimensions and too much work, please remember
that this is Jfour goal; if it has many dimensions and is complex, that is
because .you have chosen a complex goal to accomplish ! The more complex a
goal is, the more vital it is to fully explain to everyone (including
yourself) exactly and precisely what you mean by it. Secondly, each of the
dimensions is smaller than the broad major goal with which you have been
working. Therefore, when you go through Steps 3 and 4 with each "fuzzy"
dimension, they will not generate as many sub—dimensions as your first round
which the major goal did, nor will the process be as time consuming. In
addition, at this time it is possible to begin a weeding-out process. It is
likely that your dimensions fall into three general levels of importance to
this goal (as you see it), namely: not important, maybe, and important.
Please place an "X" next to the unimportant dimensions, and place an "0"
next to the maybe dimensions. The remaining important dimensions should be
ranked numerically in their order of priority to you
,
individually. Once you
have completed this, do not start to operationalize your "fuzzy" dimensions
yet. Proceed to Step 8.
(Proceed individually to Step 8.)
-13-
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STEP 8
«
You have now completed one Iteration in the operationalization proceas.
It is rare at this point to find anyone wildly enthusiastic about what has
happened. The reasons for this are not hard to see:
(1) the prospect of a lot of hard work and thought looms ahead,
(2) you are tired from having gone through Steps 1-7, and
(3) the results are not readily apparent.
In response to these likely objections, I suggest again that:
(1) you will have accomplished in a few weeks over 80% of the planning which
a project normally does in the course of a full year of functioning - the rest
of the year should be a breeze ;
(2) I'm sorry you're tired, but I can't help that; and
(3) look at the statements you have already produced - they should have so
much more meaning to you and to others than the fairly general job descriptions
and proposals under which we have been functioning. (If this is not true,
then we have failed; let's find out where and remedy it.)
As a group you must now decide how to proceed. I see two alternatives:
(1) complete the operationalization procedure as discussed in Step 7 for this
goal #1 and go through all the other major goals in this way, or
(2) begin now with the second major goal, get it down to present level of
specificity of goal #1, and so on with the other major goals, after which we
'
would begin the final operationalization breakdown (as per Step 7) with goal //I
and so on. With either procedure, much of the work can be done individually
up to the point of the stimulus step (Step 5). However, your group should set
up a schedule for accomplishing this, with definite meeting times so that we can
proceed to flesh out responsibilities, times and dollars as quickly as possible.
- 14-
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APPENDIX V
Memorandum
From: Charles Dubenezic Date* August 11, 1972
Tot Principal of the Lower School, American School for the Deaf;
Supervisor for Special Education, Springfield, Massachusetts
Public Schools
In completing my study, I need to know the extent to which your
teachers were using certain procedures that we followed this summer,
in their classrooms last year, Plefise complete the accompanying form
for each teacher and mail it to me by August 20
,
1972, in the enclosed
envelope.
Thank you,
Charles Dubenezic
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APPENDIX VI
Program Assessment t Objective 1,1
From* Charles Dubenezic
Tot Functional Area Co-ordinators
Data Collector
j
Participant reviewed?
.Directions? Please examine the records kept by each teacher
in your functional area for one student each day (use a different
record each time). Please indicate with a "Y" (Yes) or "No" (No)
whether or not the following information listed was included.
Please use the appropriate form attached for your data collecting.
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Program Assessment Form: Objective 1,1
Information Bate ((July, 1972 )
14 1? 18 19 2C 21 24 25 261 ’?
1. The use of diagnostic test data
to determine student objectives. •'
?. f Identification of the learning
task to be achieved, in terns of
the amount of work required, the
conditions under which it will 2,
be performed, and the colter1 a - 1—
,
that indicate its completion,
3. Specification of the reinfor-
cing event chosen from a lis-
ting of alternatives. (A rein-
forcing event is any change in 3,
the environment which results
in an increase in the beha.v-
ior of interest,
4, An indication that student
progress towards achieving .
a specified objective was '
maintained.
'
APPENDIX VII
Pro- and Posttest on Writing and Selecting Behavioral Objectives
objective?'
COmponents of a HeU Witten behavioral
Check all statements that
tlves :
are properly written behavioral objec-
A.
B.
C.
D.
E.
Teach a unit on Civil War leaders.
Given a 20” by 40" canvas, assorted brushes and a choice of
any artistic style, paint a picture that 80% of the class canidentify as to artistic style intended.
Given a series of eight 19th cencury inventors, recognize at
least seven of them.
Define iambic pentameter.
Given iour situations, identify the one where a proper needs
analysis has been performed.
Write an appropriate behavioral objective for the following test
item i
Test Item* Write a one paragraph description of any article of
clothing you are wearing.
Behavioral Objective*
State the difference between a terminal, objective (TO) and an
enabling objective (E0).
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APPENDIX VIII
Program Assessment t Objectives 1.24, 1,25, 1.26, 1.27, 1.28
From* Charles Dubenesic
Tot Functional Area Co-ordinators
The assessment forms for these objectives are to be completed
on Monday, July 17, Thursday, July 20, and Tuesday, July 25, 1972, and
handed in by 3 p.m.
According to our program objectives, a number of tasks need to
be done related to the planning and. implementation of instruction. To
determine the extent to which these are being done, please complete the
accompanying form and return it to me on the days indicated above.
Please list the students in your area on this form and answer the
questions asked below with a "no," "to some extent," or "definitely yes,"
1, Have your area tearhers developed a list of the behavioral
objectives for each child for a given three to five day
period of time?
2, Do these objectives, in your and the teachers' judgment,
build towards a terminal objective?
3, Were these objectives based on the student's performance
the previous days or week?
4, Have the teachers kept records of the performance of each
student on a daily basis? (If no, indicate how many have
not),
5, Did the student record you examined include each of the
following items t
A, What the child is to do,
B, How he is to do it.
C, If and when the objective was attained,
D, The reinforcement he received.
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Program Assessment Formt Objectives 1.24, 1.25, 1.26, 1.27, 1.28
To be completed on Monday, July 1?, Thursday, July 20, and Tuesday,
July 25, 1972, and handed in to Charles Dubenezic by 3 p.m.
Name of Student 1 2 3 4 5a 5b 5c 5d
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Tos Functional Area Coordinators
From: Charles Dubenezic
Subject: Program Assessment: Objective 1.29
Directions
Everyday the functional area co-ordinator should observe four children
for three minutes and indicate below if the behaviors exhibited by the
students observed matches the object ive(s) previously specified for the
student for that time period.
Date Functional Area
Observed
Number of Children
Whose Behavior
Matches Objectives
Number of Children
Whose Behavior Does
Not Match Objective?
7/17
7/19
7/19
7/20
7/21
7/24
7/25
7/26
7/27
185
APPENDIX IX
Pre- and Posttest on Principl.es of Behavior
and Classroom Management
Behavior Modification - Multiple choice - choose one best answer
1. Behavior is controlled by:
A. the will of the individual
B, its consequences
• • « it is not controlled
D, the m3 nd
2. Reinforcement:
A* strengthens the response that immediately proceeds 3ts
delivery,
B, means to let the individual do hi?s thing
C, strengthens the ego
D, must be given for every response
3.
The extinction procedure consists of:
A, tolling the person to stop his bad behavior
B, witholding reinforcement for a conditioned response
C, is the technical term for punishment
D, usually ends up making the person mad
4 0 What general typo of reinforcement schedule produces behavior
more resistant to extinct3.cn:
A, continuous
B, intermittent
C, interchangeable
D, none of the above (they all produce about the same type of
behavior)
5, When we say that the subject is under stimulus control, we mean
that
:
A, reinforcement is not necessi ry to maintain his behavior
B, he cannot behave spontaneously
C, he displays discr3.minaticn behavior
D, extinction was nut effective
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.
?.
The best way to eliminate undesirable behavior is toi
A.
B.
C.
D.
ask the person to stop it
send him home from school
take privileges away from him (by this
tematic punishment)
Ignore the "bad" behavior, while at the
reinforce incompatible responses
we mean sys—
same time
Differential reinforcement results ini
A, weakening the response that proceeds it
B, extinction
C, response generalization
D, response differentiation
8. Accidental reinforcement
j
A, results in superstitious behavior
B, mixes up the individual
C, strengthens the id
D, strengthens the super ego
9* Shaping involves!
A, differential reinforcement
B, picking a terminal behavior
C, successive approximations
D, all of the above
10. Fixed-ratio schedules showi
A. a definite post-reinforcement pause
B, lack of good experimental control
C, lots of hesitation betvreen responses
D. low rate, erratic response patterns
11, A variable-interval schedule!
A. shows a definite post-reinforcement pause
B, generates fairly stable response rates
C, usually doesn't display a post-reinforcement pause
D. both B and C
18?
12
.
A limited-hold contingency added to
implies that:
a schedule of reinforcement
A.
B.
C.
D.
a response must be emitted within the limited-hold intervallor a reinforcement to occur
the subject can only have the reinforcement for a limitedtime, then has to give it back
a fairly well defined discrimination is required from the
subject
it doesn't mean anything, I just made it up
13. What type of behavior would be produced if reinforcements weredoled out solely due to the passage of time?
A, waiting behavior
B, time passage discrimination
C, pacing behavior
D„ superstitious behavior
14, Stimulus generalization:
A, will hamper the subjects environmental adaptation
B, is a good thing
G, is basically the opposite of stimulus discrimination
D, decreases with age
1 3# Punishment t
A, should never be used
B, may produce counter-control
C, must be immediate to be very effective
D, both B and G
16, A token economy:
A, is a system of generalized reinforcers
B, has a high probability of producing gambling behavior
C, may involve poker chips
D, both A and C
17, Avoidance behavior:
A, means refusing to take part in the reinforcement schedule
B, is a conditioned response produced by the super ego
C, doesn't necessarily require a warning signal
D, is not a true phenomena
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18,
Aversive control
:
A.
B.
C.
D.
19. A chain of responses
t
A. is only possible by higher species
B. isn't required for adults to get along
C. is interspersed by discriminative stimuli for the next
response in the chain
D. is produced by first conditioning the initial response in
the chain
20, Imitative behavior:
because only disruptive
is easy for the teacher to monitor,
behavior must be attended to
may produce counter-control
includes punishment, avoidance, and escape contingencies
is all of the above
A, is useful in teaching new responses
B, is similar to imitative stimuli
0, won't result in "true learning"
D, both A and B
21,
The Premack Principle means that*
A, once a reinforcer, always a reinforcer
B, high frequency activities in "free time," can be used as
reinforcers for low frequency activities
C, punishment will be effective if severe and immediate
D, none of the above
22,
If a subject is very deprived:
A, he probably won't respond very well to a schedule of
reinforcement
B, the reinforcer he is deprived of will be that much more
effective
C, counter-control will result
D, he will satiate sooner
23,
An avoidance schedule means that:
A, nothing the subject does will be reinforced
B, vhe subject must respond within certain specifications
or else receive aversive stimulation
C, the subject is afraid of the situation
D, both B and C
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24, The more intense a punishing stimulus
:
A, the more it will suppress behavior
B, the less you can use it
C, there would still be no difference in the result
D, none of the above
25« A good contingency manager will
j
A, use small steps
B, be consistent
C, start where the behavior is at
D, all of the above
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APPENDIX X
Pre- and Posttest on General Media
1. Children are most apt to retain what they learn from the
experience of!
A, seeing a motion picture on Greece
B. visiting a Greek sponge fisherman
C, looking at pictures of the Acropolis
D. listening to a recording about Greek life
2. As children mature they go through a series of picture-reading
steps. Which of these is the second step?
A, application
B, description
C, generalisation
D, naming objects
3. Perhaps the main advantage of using technological devices in
teaching is that?
A, they enable one to teach uniform concepts to very large
groups of students simultaneously
B, they cs.n replace teachers who lack specific backgrounds
C, they release human effort for distinctly human tasks
D, they relieve human beings of the most difficult tasks of
teaching
4. Research on the effectiveness of films in attitude development
shows
!
A, films are less effective than recordings in charging
attitudes
B, a series of films may make significant attitude changes,
even though the change brought about by any one film is
small
C, large permanent changes may be made by nearly any film
if it is used properly
D, any change cf attitudes induced by films tends to decrease
rapidly over a period of time
5. The psychological theory on which programmed learning is based
could be called!
A, Gestalt
B, introspectionism
C, stimulus-response
D, functionalism
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• The present trend in school use of instructional materials istowards j
A, one basic textbook, with one or two supnleinentary textbooks
B, one basic text alone, to avoid confusing children
C, as wide a variety of educational media as possible
D„ selection of media specifically suited to learners and
educational objectives
7» I he chi ex limitation of the filmstrip, as a medium of instruction
is i *
A, its fixed sequence of pictures
B, its relatively high purchase cost
C, difficulty in storing ar.d cataloging
D, lack of variety in available subjects
8, The ability of the teacher to set the pace of utilization is a
major advantage of the:
A, filmstrip
B, motion picture
C, disc recording
D, tape recording
9, A 16mm motion picture is most effective when:
A, used as an introduction to a lesson
B, used as a follow-up to a lesson
C, integrated with other materials
D, explained in simple vocabulary
10, A step considered essential in preparing to use a film with
children is:
A, understanding the circumstances under which the film was
produced
B, preparing a list of questions to have the children work
on during its showing
C, previewing the film, and going over the film guide carefully
D, organizing the films main ideas so that you can go over then
with the class as soon as the film ends
11 1 Proper use of the 16mm film with a class requires that:
A e the teacher prepare the class for what is to be learned
from the film
B. the teacher suggests possible uses of the film in teaching
C. the film be used in introducing new units
D. the film be used to review materials already studied
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.
13
.
14
,
15 .
You wish to tape
different tine.
record a radio program to play back at a
You can use a patch cord to connect the radios
t
A, volume control to the tape recorder
B, speaker to the tape recorder input
C, speaker to the tape recorder output
•i', volume control to the tape recorder input
Which of the following tools would be best for demonstrating
the step-by-step process in dissecting a frog with children
working at their desks on individual specimens?
A, an opaque projector in a large room
B, 3 lantern slide projector and large screen
C, an overhead, projector and magnifier
D, a single room TV camera with a zoom lens and receivers
Ideally, classroom collections of realia. should bet
A, teacher made vrith student help on all grade levels
B, stored and used over again for other classes
C, learning experiences for the children collecting the
materials
D, of excellent quality for exhibits of the "cpen house" type
In using a linear program, one must remember that each student,
regardless of background and/or ability, must:
A, proceed through each and every step
B, have adaptive frames for those points needing clarification
C, consent to constructing responses from the separate manuals
provided
D, all of the above
16, In producing educational media, which of the following is most
important?
A, having necessary materials at hand
B, having a clear idea of the purpose of the materials being
prepared
C, having enough time in which to prepare the item
D, knowing the size cf the audience with whom they will be used
17, Close-up photography (from 2" to 18" from the subject) generally,
but not always, calls for accessoiies such as t
A, special lenses, extension tubas, or bellows attachment
B, special filters for size control
C, a range-finder magnification ring
D, flash attachments which synchronize with "bulb" setting
When a color slide appears very light and "washed out," the
probable cause 5s t
A, under-exposure
B, over-exposure
C, incorrect flash synchronisation
D, failure to correct for close-up lens
Everything else remaining constant t
A, the larger the lens opening, the shorter the exposure
time needed
B, the "faster" the lens, regardless of opening used, the
shorter the exposure time required
C # the larger the lens opening, the longer the exposure neede-i
D, the "faster" the lens, regardless of opening used, the
longer the exposure.- time required
The technique which allows one to show in a few minutes the
action which took place over a long period of time is
i
A* slow motion photography
B, stop motion photography
C, time lapse photography
D, photomicrography
In making a tape, when the volume indicator indicates distortion
A, the recording volume is too high
B, the person speaking is too far from the microphone
C, the microphone is not connected
D, feedback is entering the amplifier
To make a permanent rubber cement mounting, one should apply
cement to the back cf the picture ardt
A, immediately place on mount
B. let dry, then adhere to mount
C, to front of mount, then place it together immediately
D. to front of mount, then let dry and place together
When showing films in a partially darkened room, the screen
should bei
A, in the front of the room
B, in the darkest corner of the room
C, on the side of the room opposite the window wall
D, in a corner of the room nearest the window wail
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24. "Sound filmstrips" are filmstrips which usually have sound for
each frame recorded on:
A, a disc recording
B, an optical sound track on the filmstrip
C, a pre-reecrded wire recording
D, a sensitised magnetic strip on the edge of the filmstrip
25. The following diagram best illustrates the projection system of
a (n) j
A, filmstrip projector
B, overhead projector
C, opaque projector
D„ micro-projector
26. The chief advantage of using 3-3/4 i.p.s, rather than 7-f i.p.s,
in tape recording is:
A, it gives better fidelity
B, it reproduces music better
C, it is more economical
D, it is easier to record
27.
Items normally common to all audio equipment are:
28
.
A. on-off switch, external speaker jack, and tone arm
B. microphone input, on-off switch, and scratch filter
C. stroboscope, fast forward switch, end microphone input
D. on-off switch, tone control, and volume control
Most modem motion picture projectors:
A, have only two speeds
B, allow the teacher to adjust the speed to any speed desired
C, have only one speed
D, have speed controls which are set in motion by film signals
29, The "working" surface of tape on which a recording is to be made
is identified by:
A, electronic markings
B, glossy smooth surface
C, dull finish surface
D, markings on the reel
Usually heat transfer copiers will reproduce only when the
original material is printed with*
A, high intensity colored inks
B, light blue ink
C, carbon base ink
B, translucent irks
Which is not a main criterion in selecting childrens' books?
A, cost
B„ characterization
C. plot
I), format
The use of television as a formal part of a course is known as:
A e educational television
B, closed-circuit television
C, open-circuit television
D, instructional television
When a tape recording which was recorded at 7-4- i.p.s, is played
back at 3-3/4 i,p,s,
:
A, the pitch is lower
B, the tape must he erased
C, the amplifier may he injured
D, the recording playback head will be damaged
A major disadvantage of 16mm sound films is that they:
A, have a fixed pace and sequence
B, have a high per pupil cost
C, replace the teacher in undesirable ways
D, generally have poor technical quality
Which is a unique advantage of television over motion pictures?
A, extending personal contact of outstanding teachers with
students
B, capitalising upon available cross-media possibilities
C, magnifying details not easily seen by a whole class
D, reading cross-sections of large populations in many locations
in one presentation
A "fuzzy" or "gravel voice" effect in film sound usually means that
A, the supply reel is not on correctly
B. the lower loop of film is not the right size
G, the film is not tight around the sound drum
D. the film is not passing the photoelectric cell
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APPENDIX XI
Program Assessment: Objectives 1.5 and 1,65
Date t
Data Collector:
Objective 1.5 (to be done daily)
Please verbally ask at least eight to ten teachers the following
questions each day between 1-3 p,m,
:
(1 ) Have you personally requested the assistance of at least
one outside resource person per day to plan, produce, or
implement student objectives and learning activities?
Outside resource people would include: media specialists,
librarians, Todd, Charles, Wendell, Joel, Ray Wyman,
Terrel, Jill, etc,),
(2) Were you satisfied with that assistance?
Objective 1,65 (to be done daily)
1
Please verbally ask at least eight to ten teachers the following
question
:
(l) Did you experience any significant interruption (in your
judgment) in your classroom activities due to
, , ,
(a) Your inability to operate the equipment,
(b) Your inability to repair materials (e.g. broken
tapes, film),
(c) Equipment breakdown,
(d) Unsure whether a, b, or c.
Please report your responses on the accompanying form.
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Program Assessment Form: Objectives 1,5 and 1,65
Name of Participant Objective 1,5
Question Question
# 1 ft 2
Yes No Yes No
Objective I.65
If ansvrer is Yes
check appropriate
column
No A B C I)
1
J3,. ,
Jh
5 .
6,
7 .
8.
9 .
10.
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appendix XII
Program Assessment! Objective 1,7
From t Charles Pubenezic
To: Functional area co-ordinators
Program objectives indicate that students should be actively-
responding at least 50% of the time in each instructional setting
established by the teacher. Active student response includes* writing,
talking, pointing to and manipulating, which is matched to the achieve-
ment of instructional goals. Appropriateness of response will be
determined by the judgment of an NRMCD staff member.
At least once a week, each student shall be observed by the
functional area co-ordinator for a fifteen minute period. The observer
will record below the amount of time the student was actively responding.
Date Name of
Student
Name of
Observer
Number of minutes
the student was
observed.
Number of mi mites
the student was
actively responding
APPENDIX XIII
Progress Report
Summer Program July 1972
Student’s Namei
Functions! Area*
Terminal Objective (s)i
Achievement Level
:
Comments t
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APPENDIX XIV
Program Evaluation
From: Charles Dubenezic Date: July 26, 197?
To: Program Participants
Your perceptions of this Staff Development Program form an
important part of our program evaluation. Please take the necessary
time to thoughtfully reflect upon the questions asked and develop
appropriate responses.
These sheets should be returned to Gail by 9 a.n, on Friday,
She will put it in an envelope and check off your name as having
returned it.
Thank you very much,
Charles
Indicate
with
a
check
in
the
approrHate
box
how
helpful
each
of
the
activities,
people
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III. Please make some comments on the effect the program has had onthe students In your room this summer. Give some examples ofsuccesses and failures.
I have only the highest praise for
, , .
The best part of the program was
, , ,
My greatest disappointment is
, , .
The most frustrating experience this summer was
, , ,
V, A, List some of the titles (from books ar.d articles) which you
have read since the beginning of the institute relative to
writing objectives
t
B, List some of the titles (from books and articles) which you
have read since the beginning of the institute relative to
medial
C, List some of the titles (from books and articles) which you
have read since the beginning of the institute relative to
learning theory
i
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Ray Wyman is/has/doesj
Todd Eachus is/has/does»
Charles Dubenezic is/has/does:
Wendell Duncan is/has/does
j
Terrell Clark is/has/dcc-s j
Joel Ziev is/has/doesj
Jill Dardig is/has/does i
Jim Mangan is/has/doesi
Victor Lisnyczyj is/has/doesj
The media specialists are/have/do
i
is/has/does:
VTT, Indicate specific ways your behavior as a nrofessional educator
will be different this fall compared to last year as a direct
result of participating in this program. Discuss personal
changes rather than any structural charges made by the school.
What reinforcement, other than salary, will best help you to
achieve these changes?
Do you intend to use individualized instructional plans with
all of your students in your class next fall at least five
hours per week? These plans would specifically state what
each student is to do, the materials to be used, procedures to
be followed, and a record of attainment and reinforcement
received.
VIII, Refer to your cards listing your personal objectives. On each
please indicate:
A, The extent to which the objective was achieved.
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B, Factors which helped your attainment,
C
‘
^hfobjeS^r1 t0 COntinUe TOrklnS t0,,ard5 3Chlevl"S
To help us plan our next Staff Development Program, pleaseindicate the folloiringi
A, What aspects should be retained?
B, Vhat aspects should be added?
C, What aspects should be deleted?
i
X, In a sentence or two, please summarize your featings about this
program as it has occurred so far.
Other Comments
t
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APPENDIX XV
Terminal Objectives for Six Selected Students During the Summer Workshop
Student # 16.
1* When presented with a series of 5 symbols, the student will
reproduce it with 100% accuracy,
2. From a selected word list, the student will fingerspell and
say orally, or write the words correctly with 80% accuracy.
3. The student will separate and reproduce in cursive writing the
capital and lower case letters with 100% accuracy.
4. Given ?6 words from Scott
-Fore sr.an Book 2, the student will sign
or match the word to the picture with 50 out of 76 words correct.
5. Given 20 words from Communication Skills Vocabulary list on parts
of the body, the student will point to the correct part of his
body with 90% accuracy.
6. Shown a picture of his choosing, the student will write at least
a 5 sentence story using correct articles, punctuation, and
capitals 90% of the time,
7. Given a list of 15 words, the student will correctly write the
word and article before that word.
Student # 17.
1. The student will demonstrate his receptive ability to understand
75% o^* the given word list. He will expressively demonstrate
his acquisition of 25% of the e:iven word list.
Given 16 assorted noun phrases from a selected word list, the2 .
student will match them to an appropriate picture with 90%
accuracy.
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3. During an 8 minute training session, the student will attend to
the given task for at least 5 minutes 2 out of 3 training
sessions,
4. then given 3 objects, 2 of which are the same, the student will
separate them into same and different groups and sign same and
different within 20 seconds, 4 out of 5 times.
5. The student will type his name on the typewriter without the
use of any aids.
Student # 18.
1. The student will respond to the oral and signed command "work
now" by taking his seat and making eye contact within 30 seconds
3 out of 4 times.
2. The student will complete pages 4-40 in "The Language of
Directions" Workbook with 90;% of the problems correct.
3. During an 8 minute training session, the student will attend
to the given task for at least 6 minutes 2 out of 3 training
sessions.
4. The student will produce "k" in all positions, by producing it
accurately in 3 out of 5 words.
5. When shown a card with a word of up to 6 letters, the student
will be able to correctly write it on paper.
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Student # 19,
1. The student will make at least 5 seconds of direct eye contact,
either prompted or spontaneous, with both the teachers at least
5 times during a 2 minute training session (total 25 seconds in
2 minute sessions),
2. The student will maintain eye contact with the instructor longer
than 5 seconds,
3. The student will imitate on demand "rod," "blue," "up," and
"down" in signs.
The student will match 8 out of 8 times, color words to the
colors
,
Student # 21,
1, The student iri.ll respond appropriately with a body movement
2 out of 3 times, to the following categories of instructions
when they are presented in sign or writing,
e A, Directional words (right, left, forwards, backwards),
B, Instructional words (point to, pick up, touch, same, diff-
erent, circle around, cross out, and line through).
C, Locational words (under, over, beside),
2, The student will lower his pitch 5 out of 10 times he produces
a word. *
3, The student will produce "p" in the initial position in 5 out
of 10 words,
4, Given a list of words with similar coafigurations, the student
will match 1 list to the other with 100$ accuracy.
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5.
6
.
7.
Student
1
.
2 .
3.
Clven written words containing the letters «t,» "b," and
the student will fingerspell each t, b, and j correctly with
100% accuracy.
Given a Primer reader selection, the student will recognise
and give proper total communication endings of "ing," "s,”
and ed with 80% accuracy.
Given fill in the blank sentences, the student will circle the
answer that best completes each sentence, answering at least
2 correctly out of 3,
# 25.
The student will stop omitting or substituting "k" for initial
’t" and other initial consonants.
Out of a selected group of 25, 3 and 4 letter words, the student
will identify by reading orally 20 words correctly. He must
identify words within 3 attempts.
The student will respond appropriately with a body movement
4 out of 5 times to the following categories of instructions
when they are presented orally or in writing:
A. Directional words (right, left, forward, backwards),
B. Locational words (over, under, beside),
C. Instructional words (point to, pick up, touch, same, diff-
erent, circle around, cross out, put a line through).
Given 23 pre -primer words, the student will spell 18 words
correctly both orally and in writing.
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appendix xvi :
Individualized Instructional Plan
Name :
'
Functional Area:
Sub - Category
t
Objective:
Related Content (References):
Media and Materials:
Instructional Objective Achieved:
Date Initiated:
No Date
Yes Date
Teacher:
Comments
:
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APPENDIX XVII
Complete Verbatim Comments of Participants to Question X
on the Program Evaluation Form
Question Xi In a sentence or two, please summarize your feelings
about this program as it has occurred so far. Space
is provided for "Other Comments".
I have gained professional growth through writing objectives
and diagnosing individual children.
2. The program has been beneficial. There just needs to be more
time to take everything in.
Other Comments i It was difficult to maintain enthusiasm through-
out the whole program due to time involved before actually being
able to execute objectives.
3 . This has been one of the best graduate programs I have attended
because we have been learning while teaching and the program was
geared toj.our specific ''problem, . Thank you!
4
,
I am glad and I consider myself lucky to be in this program
aside from earning six credit hours. This is the first summer
program I have attended wherein I really gained something new
which I could use for actual teaching.
Other Comments : The summer program has been exciting, inter-
esting, enjoyable and very rewarding on my part. I am looking
forward to gradually implementing this program this Fall,
5, It has been an opportunity for me to grow professionally in
planning and organizing lessons and making better use of
teaching time,
6. It has been helpful in relating and giving me a better per-
spective of my work in a multigraded classroom with so many
deaf children,
7, As with al 3 experimental programs, the beginning was fuzzy and
confusing. However, this summers* program with all its frus-
trations, was a highly rewarding experience.
Other Comments : There was so much one could learn from so many
people, it was a shame that time was so short!
I personally feel I have gained much from the program. It hasbeen a successful program for me. I did not work with the
children as teachers did, hut from my observation I do feel the
majority of them showed progress.
Other Comments: The only other thing I would suggest is that
if media is going to be borrowed from outside sources, a better
system for keeping track of it be developed. Perhaps it should
all be kept in one room and then the teachers may check it out
from there.
I feel the program has been helpful to me, I have learned from
it, I am anxious to continue in the Fall completing my personal
objectives, I think it was good the way materials and equipment
were made available to us.
I feel that it has definitely been an asset t<? furthering the
ability of the classroom teacher toward diagnosing and indivi-
dualizing instruction. Clearly written objectives make more
sense than lesson plans as they are now. With correct super-
vision, I feel the teacher will be much more effective. The
children will learn more because objectives will be concise and
easy to follow—not only by the teacher, but by a substitute.
With proper diagnostic testing, the teacher has a clearly defined
pattern to follow which makes the job of writing objectives a lot
easier.
The overall program has been effective. The team effort has made
it possible.
I have been extremely surprised at the number of things I have
gained, I feel I have put a lot into the program as far as
working and studying, but also feel a great sense of accomplish-
ment. I think the co-ordinators of this program have done a
great job.
It has been a very rewarding and educating experience.
Beautiful, not long enough and often enough.
Other Comments : When do we do it again?
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15.
It has made me more aware that children are really people andhow you can get them to work for themselves.
16. It has given me so much. Thus far my head is "swimming." I amlooking forward to the new school year with more excitement than
ever before. It has helped to bring about more professionalism
in the staff-more sharing of good ideas—more, of a team effort
We have always used the phrase "for the children." Now with
’
real individualized programs, we can say "for the children" with
honesty. The program has helped many teachers, librarians, media
specialists, supervisors and many, many children. Thank you!
17. Very little was accomplished the first week except for diagnostic
testing and terminal testing. The last two weeks went by all
too fast and were in my estimation very successful.
Other Comments: After working with four pupils for three weeks,
I might suggest having seven or eight pupils in the classroom
together using the same methods incorporated the previous three
weeks. This could be good for two or three weeks. Therefore,
the summer program would be a five or six week period.
18. This workshop has been very demanding in reference to a set of
ideas in relation to education. The proof is in the pudding and
we will all have that opportunity in the fall.
Other Comments i Before Monday, I felt that this workshop was
another fruitless venture. It is strange what a two hour meeting
can do to clarify a situation.
19.
Since education is changing so rapidly, I feel that we must be
aware of what is happening. Our handicapped children must
compete in a very complex job market, so they deserve the best
education possible. The best utilization of media instruction
combined with modern learning theory should be able to produce
competent and well adjusted adults. We need more resource units
for the multiple handicapped.
I have learned much this summer that I will be able to apply.
The diagnostic testing procedures will help me in my tutoring.
The writing of objectives will help me to specifically write
what I expect of each child and how it is to be accomplished.
I benefited from learning how to keep records on Project Life.
I feel that planning and teaching with others in the same room
was a needed experience.
worked so well together. We need ma
each child and not just the teacher^
Another part was that of working with the parents as Todd did.
I am very satisfied with the results of the program; both the
staff people and media people have been very helpful.
Some behavioral change occurred which I hope will assist me in
individualizing my instruction..
I feel that this Institute has been helpful, and many areas of
development and materials have become open to me, that I knew
nothing about before.
I am getting sold more on the idea of a MIVR room, and its use.
Complaints were looked into and handled immediately. I am
pleased with everything except the long hours.
Too much time was spent on a set of personal objectives in the
Spring which we were not really sure we were doing right. Too
little time was spent on exploring media making and uses of media
in the classroom this summer.
Other Comments j The people have been wonderful to work with. It
was often frustrating but a lot of fun too. I am really sorry
that I did not get more out of the self-instructional lab.
One thing that I have learned is that there is a way to save the
dropouts—through behavior modification and individual planning.
I feel that this program offers a lot to a teacher.


